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CIIAPTER I
THE EDUCATIONAL IDEAL OF HORACE MAIM IN RELATION TO
MODERN EDUCATION
INTRODUCTION
Statement of the Nrobiem.—The subject of this study is the educa¬
tional ideals and the vrork of Horace Mann, one of the greatest of New
England and American educators, and his subsequent influence on modern
education. In order to more fully evaluate and appreciate his work and
ideals, special emphasis will be placed upon the historical background
of the first half of the nineteenth century, inasmuch as the political,
social, and economic factors give birth to the educational philosophy of
a period. This educational philosophy in turn has a specific influence
on the educational procedure foxmd in the existing school system, the
history of education supporting this assertion.! In attempting, then,
to set forth Horace Ioann's ideals, considerable mention will necessarily
be made to the American educational history of this period.
Nation-vd.de public school education is a unique aspect characterizing
the educational system in the United States. To attempt to educate "all
the children of all the people" vras a task never attempted before very
modern times. Such a democratic institution as the American public school,
public in the sense that vfe know it, naturally sprang out of the
vrorld's greatest experiment in democracy. Hence, the great significance
of Horace Mann is readily appreciated vdien one understands the great
challenge in his work towards democratizing education viaich he gave both
IvTaT Saucier, Introduction to the Kodern Views of Education, Boston, 1937
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to his times and to posterity. The democratic spirit is one of the chief
goals to\mrds Twhich he strove so earnestly and to v/hich he devoted the
major portion of his life of fruitfulness.
The problem for the writer presented itself in three divisions;
first, the general background; second, the actual educational work of
Mann; and third, the results end influence of his work. The first
division naturally includes the political, social and economic history
of the period as well as the general educational background. In the
second part, the writer sought, through an intensive stxidy of Mann’s
educational vrork. to determine exactly what \Tere these ideals which
helped to shape the educational set-up of his day and v/hich permeated
the educational philosophy of succeeding generations. Finally, after
stating Mann’s definite contributions an effort will be made to evaluate
his ideals in the light of modem trends of education, enumerating the
outstanding similarities and differences.
This year marks the centenary observance of Horace Ifann’s appoint¬
ment to the secretaryship of the first State Board of Education of
Massachussetts. Even today his ideals and theories are still alive,
though some have not yet been fully realized. It is hoped that this
study will be important, especially for those students interested in the
philosophy supporting school procedures in modern times. If Horace Mann’s
ideals are influencing our times, emctly what are the factors responsible?
Are the conditions necessary for the full realization of his ideals present
in modern day society? Finally, just what is Mann's place in the history
of education «ind what is his importance to American civilization?
The writer encovmtered certain, limitations in pursuing this study,
in that Horace Mann's twelve Reports eoid his complete Jounials were not
available, being rare and out of print. The lack of these important
sources can be seen to be a handicap in that they contain the educational
philosophy of Ikinn in his ovjn vrords. Eovrever, intensive study of all
available materials has been made in the hope of making this study as
full and as useful as possible. One of the most valuable sources
handled is the new edition of the life of Horace Mann by his wife, Mary
Mann, which has been issued by the national Education Association as
a part of the observance this year of the one himdredth anniversary of
his taking the office of Secretary of the Massachussetts Board of
Education
CHAPTER II
GENERAL HISTORICAL AND EDUCATIONAL BACKGROUND
Political History
Politically, this period was significant for the rise of democracy
Tihich began xmder Thomas Jefferson and reached its culmination during
the presidency of Andrevf Jackson, Jefferson and Jackson were the out¬
standing figures of the period. Both men were men of the people. The
former was noted for his "republican simplicity", his utter disregard
for pretentiousness and show. The other, rough and uncouth, led the
common people into governmental control as they had never before known
it, Jefferson was a firm believer in the doctrine of equality; a
strict economist, one-third of the public debt was paid within his tvro
terms of office.
The Lo\i.isiana Pirrchase,—National expansion was the characteristic
note of the first fifty years of the nineteenth century. The most im¬
portant territorial acquisitions were the Louisiana Purchase in 1803
and the purchase of West Florida in 1819. The former is especially sig¬
nificant in the histoiy of our coimtry.
Spain, the original ovmer of Louisiana, had sold the territory to
France, This brought about an immediate feeling of consternation in the
western part of our coxmtry, since the Mississippi River, extremely im¬
portant for our trade was nov/ likely to be closed altogether.^ With the
pressing need for careful diplomatic action, Jefferson sought to buy
- Nev^ Orleans and West Florida from Napoleon. The American ambassadors,
_
D, S, Muzzey, The American Adventure, Vol, 1; Through the Civil War,
New York, 1927, pp, 213-214
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feeling Napoleon shrewdly for their authorized purpose, were stunned
when he offered the sale of the entire Louisiana Territory for the sim
, 1
of ?14,500,000. Despite the \ineasiness of Jefferson the stroke was a
master one. In addition to securing the control of the river, it opened
up a vast domain of imknown proportions containing more area than all
the original thirteen states.
Exploration of the Far Yfest.— This acquisition brought about two
remarkable exploring expeditions ■wdiich paved the vjay for future coloni¬
zation and territorial claims. The first is the Levri.s and Clark expe¬
dition, 1804-1806, on which in later years claims were based for the
Oregon Territory,^ The Zebulon-Pike Expedition, 1805-1806, explored the
source of the Mississippi River and then went westward to the Rockies.
These two expeditions brought about a great interest in the Yfest and
encouraged the movements of the pioneers -which follovred.
War with Tripoli.—During this period tvro -wars did much tovmrd
shaping the national consciousness and kindling a feeling of nationalism.
War -with the Barbary states went on intermittently through the years
1801-1815, These states composing the North African countries of Tripoli,
Algiers, Morocco, and Tunis had long carried on piratical -warfare against
the shipping of foreign countries.
Jefferson resorted to vjar to enforce the right of freedom of the
seas for American vessels. This war was ended in 1815 after the
American fleet under Decatur entered the harbor of Algiers and forced
the ruler to sign a trea-by renouncing all demands for tribute and giving




War of 1812.-—The jStnerican navy had received a measure of training
during the strife vriLth the Moorish states, ^t was called upon to almost
completely hear the brunt of the fighting in the War If 1812. Britain,
in the course of the Uapoleonic wars, resorted to impressment of -American
seamen into the service of the navy, in order to cope with the French.
The blockade decrees of Napoleon, especially the Berlin Decree of 1806
and the Milan decree of 1807, which were aimed at strangling English
commerce, worked against this country as well. Jefferson attempted to
retaliate with an Embargo Act closing our ports to foreign trade, but
this brought about great hardships to our trade, especially in New
England, the predominant center of trade. In spite of the opposition
of the Federalists, war was declared in 1812 which lasted two years.
The main engagements, except the battle of Nev^ Orleans, were naval, and
were fought on the high seas and the Great Lakes. The outcome was
many brilliant victories for the Americans, definitely proving our naval
skill and commanding foreign respect for our shipping. Another important
result T/as the complete defeat of the British forces combined with the
Indians, attempting an invasion of this covintry from the North.^ The
main British hold in this covintry was thereby broken and the Indians of
the Northwest never again recovered their military strength.2
The Monroe Doctrine.— The Monroe Doctrine was another signal
American achievement in foreign affairs. In 1823, to offset further
European entanglements and to eliminate the many dangers possible from
European colonization and exploitation of the smaller countries on this
continent. President Monroe declared that we would view with disfavor
and hostility any attempts of European powers to molest and interfere
^Ibid., p. 269 '
2 C.R, Fish, History of America, New York, 1925, p. 210
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vd.th American peoples. This vras greatly significant for it isolated
America from Europe in a sense. It provided the basis for future
American foreign policies in Europe. It also determined the peaceful
development of the smaller Latin American countries.
The United States at this point was gradually becoming a nation.
One witer says:
Between 1760 and 1825, the Americans had come to realise that they
were a people, distinct from all others. They had made the world accept
this fact in 1783. In 1789 they had accomplished the great task of
making themselves a real nation, without destroying the independence of
the states. Washington, Hamilton, and Marshall had made the Consti¬
tution work well, had used it to solve the national problems, and had
made the people trust it. John Quincy Adams sind Monroe had made Europe
realize that we wished to be let alone, and the growth of the country
had made our wishes respected. All vra,s now ready for the real American
work of turning our continent into a vast expanse of happy homes.1
The Westward Expansion.— As important to the national groTrth as the
development of commerce with our victorious encounters with foreign nations,
was the great westTra,rd movement of this era. This migration fluctuated
Td-th the political affairs of the coimtry. The American land victories
under Harrison and Jackson had lessened the menace of the Indians. In
regards to this, Muzzey says:
After the Treaty of Ghent a veritable exodus to the Western country
begem. The newspapers of the times, diaries and letters of travelers,
prospectuses of land - booming companies, reports of committees of state
legislatures - all testify to the steady stream of imigrants along the
Western pikes and trails. They went on horseback or in big covered wagons,
or sometimes even walked, pushing before them rude carts piled high with
their household goods and driving their cattle.^
This same historian tells us that the man power of the Atlantic states
was depleted, so nianerous were the emigrants. Their numbers included many
^C. R. Fish, op. cit., p. 215
^D. S. Muzzey, op. cit., p. 293
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European inmigrants, from Germany and the British Isles particularly.
All feet and eyes were turned toward the Ti7est when land could be had
"in quarter sections (l60 acres) at two dollars an acre".^
As to the centers and numbers of the population, Carl Fish says:
By 1830 the population of the central valley had grown to be over
four million,..They had filled in the black belt in the South, the banks
of •die most of the southera rivers, and the Ohio Valley, There were over a
hundred thousand in the basin of the Great Lakes, There were, perhaps
two hundred thousand west of the Mississippi, and the population stretched
up that river as far as the lead mines of Wisconsin,^
Realization of "Manifest Destiny" in encompassing the territory
which the American people were to control and develop had been realized
by 1850, this same writer says in another reference,^
By I860 the west\vard movement had made tvro changes of tremendous
importance in the life of the United States. In the first place the
population of the central valley had come to be nearly half that of the
whole United Statesj fourteen and a half million, out of a total of
thirty-one and a half. In the second place the population of the
northern part of the valley, that is, the Great Laies region and the
north bank of the Ohio, had come to be larger than that of the southern
part; about eight and a quarter million to siE and a quarter,^
According to this same vjriter, "To the 1,787,159 square miles held
in 1830 had been added 1,194,007",^
Presidency of Jackson,—Yfith the westward expansion the common
people came into their ovni. Andrew Jackson xvas their leader and prophet.
During his presidency partisan politics first came into our national
government, Jackson, as stubborn and persistent in his democrotic policies
as Jefferson, was determined to leave no stone unturned in bringing about
^Ibid.
^C,R, Fish, op. cit., p, 238,
^C,R. Fish, The Rise of the Common lian, 1830-1850, Vol. VI: A History of
American Life, Hev;' York, 1929, 'p.328,
'^C.R, Fish, History of America, Nevf York, 1925, p. 238.
5
C.E, Fish, The Rise of the Common Man, 1830-1850, p, 329,
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the rule of the masses. He hated aristocracy Trith all his heart. Immed¬
iately upon taking office he instituted what vre knovir as the Spoils
System, ishich meant rev/arding men for party service v/ith appointments to
office. It was a blot upon our national politics for many years and is
still fovind today.
Jackson's almost unreasonable devotion to the common people led to
his fight against the Bank of the United States. Although this insti¬
tution had serAJ-ed well its purpose, it vreis opposed by the Tuest and
Jackson did not cease until he had overthroTsi it. Thereai'ter the ftmds
of the United States were deposited in state banks, 8.nd due to specu¬
lation in the westena states a panic occurred in 1837 causing one of the
darkest periods of our history.
The tariff passed in 1832 vreis another heated issue of this period..
The South, led by John C, Calhoup,bitterly opposed it; South Carolina
almost went into open rebellion. The strife betvreen the President and
the South led to a great loss of support in that section and much debate
over the question of state sovereignty, the most famous of which was the
TiTebster-Eayne debate, A compromise tariff in 1833 settled the contro¬
versy teirp)orarily»
National grovrth, birth of partisan politics, taking over the ballot
by the masses and the decline of the federal government in power were the
main political developments of this era. Definite issues of states*
rights, slavers’", and the tariff arose. Most significant of all, hovrever,
was the nerj- freedom, that was destined to point the way for future America.
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Industrial and Social Conditions««— Of no less importance than the
political, the industrial end social history of a period shape in a large
measure the educational philosophy -which in turn is responsible for the
school system, be it good, bad or indifferent. Possibly these branches
of history are even more important than the political, since they in¬
clude as active participants all of the people. The people, affected by
the economic and social factors, develop definite opinions and senti¬
ments -v/^hich first crystallize, then gradually s\m.y the political machinery,
towards the consideration of educational problems.
liFe-w Inventions.— The nineteenth century was a remarkable period
in the industrial field. One of the most important developments in the
history of mankind was realized - the use of steam for power and trans¬
portation. Another invention vdiich worked a great transformation in the
history of the country v/as the invention of the cotton gin, which pro¬
vided the factor for -the South to become an agricultural empire, and the
North an industrial one. Mcliaster points out that, "The invention of
the IThitney gin had made cotton-growing wonderfully profitable",^
Elson has the following words to say about these revolutionai’y in¬
ventions:
Three notable factors at this period produced changes that pro¬
foundly affected the industrial, economic, and social conditions of
the world. TviTo of these, the cotton gin and steam navigation, were
American inventions; the third -was the application of the steam en¬
gine to industris-l machinery, which gave rise to the factory system.
The production of cotton was meager before the Revolution and up to the
end of the century, the chief reason being the difficulty of separating
the seed from the fiber. The difficulty vra.s removed by the cotton gin,
an invention of Eli Tihi-bney."^
I : ^
J. B, McKaster, A History of the People of the,United $tates, Yol, 5,
lew York, 1924, p. 227. ""
^,17, Elson, History of the United States of America, New York, 1930, p. 395,
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Muzzey -writes:
Thanks to the improvement of the cotton- ;in, the spinning jenny,
and the power loom, our mills consvimed 90,000 bales of cotton in the
year 1815, as against lOO-bales a decade earlier, end turned out a
product -worth $9,000,000.
These -bwo statements clearly sho-iT the importance of -these inventions
to American commerce of that period, the potentialities of -which have
been realized to the fullest measure.
Transportation.TiTith the opening up of the lYest an immediate
and keen need -was felt for better and more rapid means of transportation.
The Iississippi Paver was the main intenial artery of shipping, but this
route was too slo-w and quite roimd about for products bound for Europe.
Although the Erie Canal proved a great help to the people in the
Great Lakes region, the settlers farther south would have to be served
by a system of canals vdiich vrould have proved too expensive. Steam¬
boats replaced the flatboats on -the rivers after 1811, but the larger
part of the YTest v/as forced for many years to continue to transport
their goods over bad roads and drive their cattle across moxmtain trails.
Railroads were begun in Europe -with the development of the use of
steam. In 1828 a line was completed in this country, and -with the
Baltimore and Ohio Railroad a ne-v-j- era in transportation -was started.
It tooks years to be developed, hovrever, and it was arovmd 1860 before
steam railroads began to take the position in American life -ihich they
hold today.
Social Conditions.— The Industrial Revolution in America naturally
S. Muzzey, op. cit., p. 287,
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brought about great social changes. Slavei^^ became an institution en¬
trenched in the South, Cities grew and great movements of population
began towards the industrial centers of-the North and East, Trith the
usual accompanying problems that constantly rack society- poverty,
disease, vice and crime. In Ernest Carroll Moore’s very enlightening
sketch, we are told that;
...great hvimanitarian movements took form to alleviate them.
Among these were the temperance movement; the labor movement; the
philanthropic movement to care for "the poor... and, m.ost important of
all, a mighty m.ovement in behalf of popular education,.,!
Cubberley says as folloTra:
The many changes in the nature of industry and of village and home
life, effected by the development of the factory system and the concerci-
tration of manufacturing and population in the cities, also contributed
materially in changing the character of the old educational problem,
Tihen the cities were as yet but little villages in size and character,
homogeneous in their populations, and the many social and moral problems
incident to the congestion of peoples of mixed character hdd not as
yet arisen, the church and charity and private school solution of the
educational problem was rea,sonably satisfactory. As the cities now
rapidly increased in size, became more city-like in character, drew to
them diverse elements previously largely unknown, and were required by
state laws to extend the right of suffrage to all their citizens, the
need for a new type of educational organization began slowly but clearly
to manifest itself to an increasing number of citizens... School Societies
and Educational Associations, organized for propaganda, now arose in the
cities; grants of city or state funds for the partial support of both
church and society schools were demanded and obtained.,, Child labor
and woman labor, for long hours and for very lov/ wages, became very coirmon.
The powerful restraining influences of the old home, with its strict moral
code and religious atmosphere, seriously wealcened. Idle and meducated
children, with little or no home control, appeared in numbers on the streets,
and the prevalence of juvenile crime and juvenile arrests began to turn
attention to education as a possible remedy. The disintegrating effects
of the new city life on the family, and its demoralizing effect upon
the children, made a deep impression upon those possessed of humani¬
tarian impulses, as it did also on many of the parents of the children
concerned, V/e soon find these two very dissimilar groups of people -
^E.C. Moore, Fifty Years of American Education, Boston, 1917, p. 13.
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the humanitarians on the one hand and the new city laboring classes on
the other - uniting in a propaganda for tsoc-supported schools.^
Frontier Democracy«—Life was simple and harsh on the frontiers.
The inevitable social distinctions present in the easteni society
where great variations in economic levels existed, could not be foimd
here. Individuals making up the western settlements were substantially
equal, for each held his ovm land and practically every family used and
enjoyed only vdiat it produced. Here the priced virtues were industry,
courage, loyalty and friendliness. Birth and station could rot cope
with the rigors of the wilderness. Here the ideal condtions held the
nucleus for the birth of democracy which was to come in the presidency
of Andrew Jackson. ”A flank movement was turned on the suffrage con¬
ditions of the older sections of the coimtry, since in the new eoTjntry
almost without exception citizen meant freeholder and taxpayer."^
Summ.ary» — As a summary of the history of the period several main
points may be enumerated. Most important was the rapid ^owth of demo¬
cracy, a keen feeling of a sentiment in the masses toward universal equal¬
ity in government. Beginning imder Jefferson this movement reached a
measure of culmination in the "reign" of Andrew' Jackson, when the common
people first attained leadership in national political eiffairs.
The period marked great territoral expansion towards the west and
extreme south. The chief acquisition was the vast Louisiana Territory
Tidiich paved the way for the annexation of Texas and the advance to the
^E. P. Cubberlgy, Public Education in the United StatesBoston, 1819,
pp. 106-107.
2e. H. Reisner, nationalism and Education Since 1789, Uev/ York, 1922,
pp. 331-332. V
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Pacific. After the yoving country’s victorious war mth England the
stage was set for great commercial and maritime development.
With the invention of the cotton gin and the steam boat, great
impetus was given to national trade and intemal transportation.
The former determined the agricultural bent of the South which in
turn precipitated the slavery issue. The latter allovred the development
of a great river commerce and facilitated internal commtinication and
travel.
Great humanitarian movements arose with national growth and ex¬
pansion. Social legislation including child and woman labor laws en¬
gaged the attention of reformers. The temperance movement also came
to birth in this period. By no means least came a general educational
revival, spreading westv/ard from the New England states after finding
its necessary seeds in the conditions of the times. The political,
economic and geographic forces combined to set the stage for the real
beginning of the American comraon school system.
Educational Backgro\md;—In this country democracy as a social
factor is strongly related to public education. A different situation
exists from that in Englsind and France. Here, all adult white mles
held the franchise before there vjas any strong agitation for public
schools. Hence, educational progress had to be deferred vintil the
political education of many was realized. This progress naturally took
place in isolated areas and at different times.
Life in the early period was generally simple. Reisner states:
The conditions^ did not call for a great deal of book-learning.
.. .Many of the men and most of the women of the period vdio lived outside
of the cities fotmd it no disgrace and little inconvenience to be xmable
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to read and wite. The work to be done was mainly manual and for the
occupations of leisure time there were few books and almost no peri¬
odicals to provide recreation and self-improvement.
In the larger centers of population the demands of trade and
coBvrierce called for a higher degree and a more general spread of edu¬
cation, while demands for professional training also stimulated the
provision of the higher schools and colleges.^
The author reflects further that:
The general extension of the franchise and the removal of special
qualifications for office holders opened the v/ay for poor men of
ability and industry to win office and influence and this in turn led
to the foimding of such schools as would serve the needs of ambitious
youths.2
Federal Relations to Education.-—The Constitution of the United
States says nothing of education. National educational legislation
comes by implication under the tenth amendment. With the Ordinance of
1785, which provided for the settlement and development of the North¬
west Territory, Congress first encountered educational legislation.
After the land was laid off into townships, six miles square, each of
these being subdivided into sections a further provision stated that
a sixteenth lot of each township should be reserved for the maintensince
of schools. In the Ordinance vdiioh supplemented this one in 1787, the
tract set aside for educational purposes was Increased.
All states formed out of the Northwest Territory and other states
fonned out of the Mississippi territory and the Louisiana purchase
came xmder these national provisions for common schools and higher edu¬
cation.




during the period from 1789 to 1828, Reisner says:
the federal government had no administrative connection vdth edu¬
cation, and no financial connection other than that involved in the
policy of land endowments for common schools and institutions of
higher learning in the states created out of the national domain.1
State relations to education.** Now let us considerihe relation
of state governments to education. There were twenty-four states in
the United States at the time of Jackson'S first presidency. Only in
the New England states had there been any kind of organization ivhich
might be called a school system. As early as 1642, Massachussetts,
through her legislature had held parents and guardians responsible for
the education of their children. The responsibility ended v/ith the
knovdedge of reading ajid an understanding of the principles of religion
and the capital laws of the coxmtry. In 1647 laws were passed estab¬
lishing common schools and latin-grammar schools. These schools were
partially supported by taxes levied on property. New Hampshire, Conn¬
ecticut, Termont, emd Maine, as well as Rhode Island folloTred essentially
the system as originally set up by Massachussetts. All of these states
incorperated in their constitutions specific statements in regards to
education. This state participation was, of course, very meager at
first and the amount of tax support vra.s quite insufficient.
...Connecticut alone of the New England states had a permanent school
fund that actually paid money during this early period to local authorities
for the support of schools.^
It may be recalled here, that in 1779 Jefferson introduced the
\ Ibid., p. 345^ Ibid., p. 348
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General Assembly of Virginia a bill providing for the establishment of
schools to give training to all free children, male and female. How¬
ever, it is quite clear that Jefferson did not aim to make the common
schools the principal and only true conservatories of universal edu¬
cation. Mann* s conce]ption was far more comprehensive and as great a
step in advance of Jefferson’s as Jefferson stands above the ideas of
State education advocated by older educationists.^
Of all the states. New York made the greatest educational progress
during this early period. As early as 1784 the legislature provided for
some type of administration, namely, the Board of Regents of the Univ¬
ersity of the State of New York, to control and oversee higher and
secondary education. It was New York also that created the office
of State Superintendent of Common Schools. This office was indepen¬
dent of the Board of Regents.
In Georgia and the IJichigan territory, the form of state education
patterned itself very closely after that of New York. Georgia’s first
state constitution (1777) called for schools to be established in each
covinty. These schools were to be supported at the expense of the state.
Georgia not only gave financial support but she gave large areas of her
unsold land for the support of academies.
The University of Michigan was to serve a double purpose, first that
of a higher institution of learning, and secondly, to administrate the
state school system. Of the remaining states we find that Maryland
created the office of State Superintendent of Public Instruction(l826)
^0. H. Leing, Horace Ikinn; His Life and Educational Work, New York, 1893,
pp. 40-41
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and Virginia provided a State Board (1815) to look after the Literary
Fimd exclusively.
In general, state contributions to local educational expenditures
in the light of later developments were very small, TJhat they gave
was given directly to the tovmship.
The Beginnings of the Free Schools;
The Sunday School Movements»*-European influences have a very dis¬
tinct bearing upon early American education. These influences were
brought over directly by the early settlers. The Pilgrims in Hew Eng¬
land, the Hugenots in the Carolinas, the Dutch in Hew York, the Scotch
and Scotch-Irish in Hew Jers;¥!y, the Quakers in Philadelphia, all brought
distinct ideas in regards to education as well as to religion. One
of the most outstanding of these influences was the Sunday School
movement•
The Svmday School was originated in England around the middle of
the seventeenth century. It was especially developed by Robert Raikes,
a publisher of Goucester, in 1780, when he began assembling the poor
working children of that city to spend their Sundays in studying read¬
ing and the church catechism. Ee paid four women to teach them. His
idea began a movement and he published, in 1783, the details of his plan
and its results. As an outgrowth of this, "The Society for promoting
Sunday Schools throughout the British Dominions”^ TJas organized in 1785.
The Sxmday School plan was brought to the United States in 1786
^E, P, Cubberl.ey, op. cit., p. 84-85.
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•when one was begun in Hanover County, Virginia. In 1787 another was
opened for African children in Charleston, South Carolina, Several
other schools were opened in the north.^
Cubberley says:
These schools,being opened to all instead of only to the poor and
lov/ly, had a small but an increasing influence in leveling class dis¬
tinctions, and in making a common day school seem fiossible. The move¬
ment for secular instruction on Sundays, though, soon met in America
with the opposition of the churches, and before long they took over
the idea, superseded pri-Tute initiative and control, and changed the
character of the instruction from a day of secular vrork to an hour
or so of religious teaching.^
The Fight For Free State Schools,—Free state education ■was not
attained in the United States "without great struggle during the second
quarter of the nineteenth century. Surprising 6.s it may seem to ■as to¬
day, tax-supported and non-sectarian schools, publically supported and
managedjWere bitterly opposed by many persons ■when first advocated.
In 1825 such schools were the distant hope of statesmen and reformers;
in 1850 they were becoming an actuality in almost every Northern State.
The twen"ty-five years intejrvening marked a period of public agitation and
educational propaganda; of many hard legislative fights; of a struggle
to secure desired legislation, and then to hold what had been secured;
of many bitter contests "with church and private-school interests, "which
felt that their ’vested rights* were being taken from them; and of
ocational referenda in "which the people were asked, at the next electionj
to advise the legislature as to "what to do.^
The author states further that no other question except the abolition
of slavery has ever aroused the American people so deeply.
Old friends and business associates parted company over the question,
lodges were forded to taboo the subject to avoid disruption, ministers
and their congregations often quarreled over the question of free schools,
and politicians avoided the issue. The friends of free schools were at




first commonly regarded as fanatics, dangerous to the State, and the op¬
ponents of free schools were considered by them as old-time conservatives
or as selfish members of society.^
Cubberley outlines the alignment of the people for or against free
schools as folloxvs:I.For public schools.
Men considered as:
1. ‘'Citizens of the Republic'.
2. Philanthropists and humanitarians.
3. Public men of large vision.
4. City residents.




II. Lukevreirm, or against public schools.
Hen considered as:
1. Belonging to the old aristocratic class.
2. The conservatives of society.
3. Politicans of small vision.
4. Residents of rural districts.
5. The ignorant, narrow-minded, and penurious.
6. Taxpayers.
7. Lutheran. Reformed-Church, Mennonities, and Quakers.
8. Southern men
9. Proprietors of private schools.10.The non-English-speaking classes.^
Following are some of the arguments advanced for and against free
schools as listed by Cubberley:
I. Arguments for public tax-supported schools.
1. That education tends to prevent pauperism and crime,
2. That education tends to reduce poverty and distress.
3. That education increases production and eliminates wrong
ideas as to the distribution of wealth,
4. That a common state school, equally open to all, v/ould
prevent that class differentiation so dangerous in a
Republic,
5. That the old church and private school education had proved
utterly inadequate to meet the needs of a changed society.II,Arguments against public tax-supported schools.
'




2. Will malce education too common, and will educate people
out of their proper position in society.
3. Would not benefit the masses, who are already as well
cared for as they deserve.
4. The ’conscientious objector’ claimed that the State hd.d
no right to interfere between a parent and his child in
the matter of education.
5. That those having no children to be educated should not be
teixed for schools*
The Question of Tax Support.—* It became clearly evident to intell-
gent men that the safest hope for financial support in the schools vreis
by general state-wide taxation, f’ormerly, it had been believed that the
income from land-grants, licenses, fees, and other endowment f\mds were
sufficient to support the necessary schools. A definite fight ensued in
all northern states, 1825-1830, to mold public sentiment to the point
where legislation could be passed for tax support. The four New Eng¬
land states were exceptions ho\7ever, for here taxation had long been es¬
tablished. Cubberley says;
The course of the struggle and the results were some-vdiat different
in the different states, but, in a general way, the progress of the con¬
flict was some'iidiat as follows;
1. Permission granted to communities so desiring to organize
a school taxing district, and to tax for schodsupport the
property of those consenting and residing therein.
2. Taxation of all property in the taxing district permitted.
St State aid to such districts, at first from the income from
permanent endowment fimds,and later from the proceeds of a
small state appropriation or a state or coimty tax.





The struggle to effect such legislation was, in many cases, hard
eind long. Many were not ahle to see the need of such schools and were
of the opinion that they would be harmful to the individual, and were
completely \mdemocratic. To combat with such opposition educational
campaigns had to be prepared and carried through.
acknowledged that the limits for their children's education as far as
they were concerned was to know the Bible and to be able to use "figgers".
One Indiana legislator declared that vdien he died he wanted engraved
on his tombstone, "Here lies an eneny to free schools*.^
The sentiment spread in favor of public taxation. State after
state was finally compelled to consider the issue. In Ohio progress was
made slowly but peacefully; in Indiana there was a long bitten fight
where tax support finally won only by a meager margin. Similar fights
Trent on in other states and similar agreements were reached.
The Pauper School.—In the old Central and Southern states, viz^
Kew Jersey, Pennsylvania, Delaware, Maryland, Virginia and Georgia, the
pauper-school ideal prevailed. This was a direct inheritance of the
English class-rule society and a natural hangover in the South which
clxmg to its aristocratic traditions. In these states the free school
forces naturally clashed vdth the pauper school forces. The latter Tras
defeated in Pennsylvania and Mew Jersey only after long contention.
The Rate-bill.—The rate-bill was a new factor which the advocates
of the free school systems had to combat. It was an old English insti-
^Ibid. p. 133.
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tuition and was... a charge levied upon the parent to supplement the
school revenues and prolong the school term, and was assessed in pro^
portion to the number of children sent by each Jjarent |;o the school.
It dated back to colonial times in Massachussetts and Connecticut ; in
other states it vreis added as the cost for education increased. By this
means parents sending children to school vrere forced to pay small sums
to build up the deficiency in revenue.
Cubberley states in regards to the fight against the rate-bill in
New York:
From 1828 to 1868, this tax on the parents produced an average
annual simi of 1410,385,66, or about one half of the svim paid all the
teachers of the State for salary. T/hile the wealthy districts were
securing special legislation and taxing themselves to provide free
schools for their children, the poorer and less populous districts
were left to struggle to maintain their schools the four months each
year necessary to secure state aid,2
The question was carried to referenda in 1849 and in 1850 which resulted
in the free schools winning in the cities and the supporters of the
rate-bill carrying the rural sections.
State Officers of Education.—-In 1812 Hew York made educational
history by being the first state to create a state officer to exercise
supervision over its schools.^ This officer was knovoi as the State
Superintendent of Common Schools. His duty was to oversee the establish¬
ment and maintenance of the Hew York schools. The position was abolished
imtil 1854 when the state created the office of Superintendent of public
instruction.
...Maryland created the office in 1826, but two years later abolished





of State to act, ex officio, as Superintendent of Schools in 1825, as
did also Vermont in 1827, Louisiand in 1833, Pennsylvania in 1834, and
Tennessee in 1835. Illinois did not create a real State Superintendent
of Schools, though vintil 1854, Vermont until 1845, Louisiana vintil 1847,
Pennsylvania until 1857, or Tennessee until 1867.1
The early duties of this office mas to represent the state in its
dealing with the local school systems. The duties did not approach the
complex fvinctions of that office today.
The creatioBD of these nevr state officials came just at the time vjhen
the rising democratic consciousness and distrust of legislature and
governors had reached its height, and when the belief in the ability of
the people to select all their public servants had reached, with the
general attainment of full manhood suffrage, a maximum.^
Local and State Control of the Early Schools.--Educational develop¬
ment in its national evolution has been "from community outvjard and
upward, and not from the State downvjard". The first groups maintaining
schools were individual teachers, churches, philanthropic societies.
tovms, and districts. These schools were organized and maintained with¬
out any state relationship or control..The district system evolved in
llassachusetts due to a demand for greater local control and soon spread
to other states. This system allovred complete locat option on the
question of schools. The fight for state control which has already been
described was for state control as well as for tax support. A tendency
grew towards state support with the establishment of permanent state
school f\mds by the older states. Certain responsibilities to the state
were placed upon local school authorities, viz., reports as to attendance,




taught, certificates for teachers, eiii-1 other similar matters. Hence,
the need for state school officers and state legislation to control end
to integrate the school systems vdll readily be seen.
State dontrol met strong contention with the district system vdiich
had originated in llassachusetts, overrxm Hew lingland, and had spread into
the T-’est and the South. The evils of this system were extreme and in mass
they paved the way for the work of Horace Mann. This vdll be gone into
fully'in the next chapter.
Sxnrjnai'y of Educational Background.—In this section the writer has
aimed to outline the early educational background of the United States
in order to better place Mann and to imderstand more comprehensively his
achievem.ents, ideals and influence on the American educational scene.
She has definitley presented the fight for tax-supported schools and
State control. In the following chapter the variter will present the
educational work of Horace Mann as Secretary of the Massachussetts State
Board of Education and the first President of Antioch Cdllege.
CHAPTER III
HORACE liim AMD THE EDUCATIOMAL OITUATIOH FROM 1800 - 1849.
In the preceding chapter the -writer attempted to depict the
prevailing historical and educational conditions in the United States
during the period of Horace Mann's entry into the common school re¬
vival. This chapter aims to describe first, the educational back-
grovind as it obtained specifically in the state of Massachusetts,
stressing the evils and the resultant decadence that led to the move¬
ment for reform. Next, some consideration -will be given to the work
of James G. Carter, the educational forerunner and contemporary of
Mr. Mann, -whose contributions are viewed as the foundation for -the
re-vi-ral. Finally, the -vjriter -will go fully into the vrork of Horace
Mann.
The New England Towns.— Originally, the New England settlement
-was an area, twenty to forth miles dquare and -was called a tovoi. Facing
the tovm common, in the center, was the meeting-house and the town school.
The citizens were required by law to live -within a half mile of the meet¬
ing house so that they might attend the tovaa meetings and also to allow
the children an opportimi-by to attend the to-wn school. The settlement
had sho-wn some signs of growth in that these tovai meetings had previously
been held in the chvirches -where a discussion of the town interests -was
held, and tsixes were levied, and by-laws enacted.
Chtirch Connections vdth the Schools.— These early schools had been
foimded -with the church in complete control; the governing authorities
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■were much the same as those in charge of civil affairs. Tihen acting as
church authorities they vrere knoi'jn as elders and deacons, but vvhen acting
in the capacity of tovm officers they took on the name of selectmen.
"The State, as represented in the colony legislature or the tovni meeting,
■was clearly the servant of the Church., .ivhich enacted the laws of 1642
and 1647.”^ The first law was patterned after tie English custom, -vdiich
left the provisions of education ■with the home. The second lavf provided:
1. That every tovn having 50 householders should at once
appoint a teacher of reading and iwriting, and pro^vide
for his Treiges in such manner as the tovm might deter¬
mine ; and
2. That every toi/m having 100 householders must provide
a (Latin) grammar school to fit youths for the uni¬
versity, vinder a penalty of £5 for failure to do so.
Church interests continued a certain measure of control luitil the end
of the eighteenth century.
The minister continued to certificate the grammar-school master
until the close of the colonial period, but the povrer to certificate the
elementary-school teachers passed to the toim authorities early in the
eighteenth century. By the close of this century all that the minister,
as the survi-ving representative of church control, had left to him wsls
the right to accompany the to^vm authorities in the visitation of the
schools. Thus gradually but certainly did the earlier religious school
pass out from under the control of the Church and become a state school.
7/hei. cur national government and the different state governments lArere
established, the S-tates were ready to accept, in principle at least, the
theory gradually trorked out in New England that schools are state insti¬
tutions and should be under the control of the State.^
The Dame School.—One of the earliest of the Ivlassachusetts schools
■was the dame school. It originated in England after the Reformation, and





elementary school, taught in some living room or kitchen hy a woman
who in her youth, had received the rudiments of an education who now
desirous of earning some small money, offered to teach the children
of the neighborhood from her small store of learning. A little
writing and counting were taught, but the main courses were the ele¬
ments of reading and spelling. The dame asked only a few pennies for
her instinjction.^
The dame school soon became the first primary school of Kew
England. It numbered boys and girls, and for the former, it gave the
rudiments of English, as a prerequisite for entrance into the town
grammar school. It was very primitive in character, with no equipment
and often no books except the horn book,2
Latin-grammar School.— Another important school of Massachusetts
which had been brought from abroad was the Latin-grammar school. This
school accepted the pupil from the dame school around the age of seven
or eight, and proceeded to prepare him for college. The Latin language
was the main subject stressed; English and mathematics were almost
totally neglected. Thorough work vreis done in the classics as shown by
the Harvard entrance requirements.^ Elmer E, Brown tells us that the
regular curriculum in Latin included accidence, grammar and construing,
that Qiglish was used in the accidence. ”The text-book was painfully
committed to memojry.,.’' All conversation at school was in Latin ’’and
devices of all sorts were employed to keep them from uttering a word of
^Ibid,, p. 25,





Rise of the District System.— Nearing the close of the seventeenth
centusry, many of the forces which were the cause of a compact form of
settlement began to lose their hold* New settlements arose in the towns,
many miles from the schoolhouses and the meeting houses. Iluring the
winter months it was impossible for the children to attend the town school
and it was very difficult to attend the town meetings.
...The old laws as to place of residence accordingly had to be repealed
or ignored, and as a result church enthusiasn, town as opposed to individ¬
ual interests, and zesil for education alike declined. New towns also
arose farther inland, vdiich soon broke up into divisions or districts. By
1725 the population of most of the towns had been scattered over much of
the town's area, and small settlements, cut off from that of the central
town by hills, streams, forest, or mere distance, had been formed. Due
to the difficulties of communication, these little settlements tended to
become isolated and independent.^
This situation naturally brought about other possibly more complex
situations. For, as the towns began to subdivide,
...these subdivisions demanded and obtained local rights. The first de¬
mand was for a minister of their own, or at least for separate services.
As a result parishes were created within the town, and each parish, with
its parish officers, became a new center for the rise of democracy and
the assertion of parish rights...^
The next move was to divide the town so that roads could be laid off and
maintained, the militia might be recruited and so that tax;es could be
assessed and collected. One of the gravest effects of this decentrali¬
zation tencendy v/as the breakdovoi of the town government.^
...The result was a serious crippling of the central town school, which the
laws required must be ms-intained. The towns finally fotind it necessary
to meet the competition by making the town school entirely free, but to
do this the general taxation of all property had to be resorted to.5
^E.E. Brown, The l![aking of our Middle Schools; An Account of the Develop¬
ment of Secondary Education in the United States, New York, 1902, pp, 20-21.





District System,-- For the parishes, this was their opportvmity.
•..the price they demanded for consent to a general town tax for schools
was the division of the central town school. Either the school must be
moved about, sind taught proportionately in each parish, or separate
schools must be established and maintained in each. The result, at first,
was the moving town school, which became established in New England by
about 1725, the school being held in each parish and at the center of the
town a number of weeks each year proportional to the amount of taxes for
education paid by each. The next step was to give back to each parish, or
school district as it now came to be called, the money it had paid and let
it maintain its own school. This came about diiring the latter part of the
eighteenth century, and the right to elect school trustees, levy district
school taxes, and select a teacher alone were needed to complete the estab¬
lishment of the full district system. These were legally granted in all
the New England States shortly after the close of the Revolutionary War.
From New England the district system in time spread over nearly all of the
United States.^
Description of the District School.— The district school though cer¬
tainly democratic as originally planned, was one of the most remarkable
elements in our educational history. When we consider it today, the plan
of the system, the feature of location as carried out, we are amazed and
somevdiat amused at the extreme democracy embodied. From the words of one,
who describes himself as a former pupil of a district school, let us re¬
late a few details.
We are told that the school house was situated at a point centrally
located to each surromding district, as nearly equidistant as a surveyor
could place it. Frequently each district was miles from the nearest
home.
The edifice was set half in Capt, Clark's field, and half in the road. The
wood-pile lay in the comer made by the east end and the stone wall. The
best roof it ever had over it was the changeful sky, which was a little
too leaky to keep the fuel at all times fit for combustion, without a
great deal of puffing and smoke. The door step was a broad unhewn rock,
brought from the neighboring pasture,^
^Ibid,, pp, 43-44,
E, Burton, The District School As It Was, Boston, 1833, p, 2,
34
He further states that the exterior of the building was never painted
and therefore presented a drab, weather-beaten appearance. Both boards
and nails were loose. The shingles had been battered apart by many
rains and the bricks, loosening from their cement, "looked as if some
high wind might hurl them from their smoky vocation."!
The interior was made accessible through a side door on the left.
There was a space about twenty feet long and ten feet wide, in Tidiich
the pupils stood to read and spell.
At the south end of it, at the left as you enter, was one seat
Sind writing bench, making a right angle with the rest of the seats.
This was occupied in the xvinter by two of the oldest males in the school.
At the opposite end was the magisterial desk raised upon a platform a
foot from the floor.2
On the right was the fireplace between the entrsince and the girls cloak
smd limch room. This room also served "as a fearful dvingeon" for offen¬
ders. Opposite the fire place vreis sin aisle, two smd a half feet wide
running up an incline to the other sied of the room. On either side of
this were six long slats and writing benches. There were lovrer seats
in front of these to accomodate the beginners. "In general, the older the
scholar the fvirther from the front was his location. "3 The windows were
very low, and inquisitive passersby could easily peer into the schoolroom..
We gather from Cubberley these additional facts pertaining to the
district school. The studies, generally taught vrere reading, writing,
spelling and arithmetic. Geography and grammar were added by 1845. In
the town schools composition. United States history, and simple bookkeeping





today - oral instruction, the word method, elementary science, geography
huilt on the environment, arithmetic by analysis, music, drawing, reason¬
ing rather than memorizing, sind broad teaching - were hardly known in the
best American schools before 1840* The teachers were stem disciplinarians;
ability to keep order was one of their main qualifications.^
As to equipment, this writer states further:
Blackboards were not in use until about 1820, and globes and maps were
not common till later. The early geographies contained almost no maps, and
the early histories few illustrations. Steel pens did not replace the use
of quills until near the middle of the nineteenth century.2
Early Textbooks.— Textbooks were a sore problem in the early schools.
At first importation of English text books was the only solution, since
there were no printing presses in this country. However, the first books
printed in New England were not texts. Among the books available to the
first settlers were the religious ones. The Psalter, Testament, and Bible,
and the educational ones, the Horn Book, ABC, Prim-er, Book of Civilitie,
and the Spelling Book. Frequently, the educational books were scarce or
lacking; in that instance the religious ones sufficed.^ Many years of
teaching these religious books led to the sectarian influence which was
one of the main influences lir Mann was forced to combat.
The Horn Book was a device of European origin which contained the
alphabets and other elementary information on a bit of parchment fastened
to a piece of wood "... and covered with a thin piece of translucent horn
for protection...”5
Between the Horn Book and Catechism or Psalter, a heterogeneous mass
of semi-religious school books of the primer type, imported or brought over
by the colonists, afforded the means of progress from the alphabet to
higher learning...®
^E. P. Cubberley, op. cit., pp. 245-244.
^Ibid., p. 246.





One of the most famous of these primers was the New England Primer.
"•••It continued to be the most widely used book in America until some¬
time later than 1783, when Vifebster’s 'American Spelling Book' appeared.
The spelling book was an important text in early American schools and
continued in popularity up until very recent times. Dexter tells us that;
"...In 1847 the statement was made that about 24,000,000 copies of the book
had been published up to that time, and that the sale was then averaging
1,000,000 copies a year...”2
Decline of the District System.— In the system as outlined above,
Massachusetts, in a sense, sowed the beginnings of systematized public ed¬
ucation.^ The freedom-loving Puritans had set up a distinct form of society
and government which "...was democratic, concentrate, and homogeneous, as
compared with the cosmospolitan and sectarian social structure in the Middle
colonies, or the class distinctions and scattered population of the South...
Vfe are told that out of the Calvanistic attitude sprang a spirit that every
individual vreis a child of God and potentially a useful member of society,
which society was responsible torrards training him in home, church and the
school. Out of this idea grew "...a spirit of cooperation and helpfulness,
a general participation of all toTmsmen in local government, and the Mass¬
achusetts type of school organization..."5
The early schools had been generously supported but this period was
followed by a decline of about a century and a century and a half. Graves
^Ibid., p. 211.
2lbid., p. 215.




enumerates the reasons for this decline as follows; "...the growth of
diversity in religion, the lov/ering of intellectual standards, and the
dispersion of population, first ’moving,' then 'divided,' and finally
'district' schools were established in place of the town schools.^
This author states further:
...But in the course of time the districts became involved in private and
petty political interests, and had but little consideration for the public
good. The choice of the coimnitteeman, the site, and the teacher caused
much \mseemly wrangling, and as each received only vdiat it paid in, the
poor district obtained only a weak school and that for but a short term,..2
Regarding the district school, Cubberley has the follovri.ng to say:
...The reasons for its early popularity are not hard to find. It was well
suited to the primitive needs and conditions of our early national life.
Among a sparse and hardworking rural population, betvreen whom interco\u:se
was limited and intercommunication difficult, and with whom the support of
schools by taxation was as yet an \msettled question, it smswered a very
real need. The simplicity and democracy of the system was one of its chief
merits. Communities or neighborhoods which wanted schools and were willing
to pay for them could easily meet and organize a school district, vote to
levy a school tax on their own property, employ a teacher, and organize and
maintain a school. On the other hand, communities which did not desire school!
or were unviiilling to tax themselves for them could do without them, and let
the free-school idea alone,,,^
Due to the permissive nature of laws w-ich existed, it naturally followed
that some communities provided good schools and others provided poor ones
or none at all*
Other evils of the district system arose with the efforts at state
regulation. The districts had been given full local control over taxation
of schools in 1800; in 1827 they held the povrers to contract, to sue and
be sued, to select school trustees, which trustees were authorized "to
choose the textbooks and employ and certificate their teachers,"^ Thus,
with these powers granted to local political units, certain communities
would surely lack for schools of high stsindards, and individuals
^Ibid., P..105.
^Ibid., pp, 108-109.
^E, P, Cubberley, op, cit., pp. 155-156,
^Ibid., pp. 161-162.
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residing in negligent districts vdio were desirous of better schools, were
helpless.
The accumulation of the many evils of the common school system in
Kassachusetts led to a vride spread interest in reform, 'vdiich later vfas
evidenced throughout New England. This movement became known as the
revival of the common schools, and the period, the period of ”the Av;aken-
ing .
In llassachusetts, James G, Carter, a. yoimg graduate of Harvard
(1795-1854) early interested himself in needed reforms in the school
conditions. He vigorously attacked the district school system, and its
glaring defects, through a series of "Letters...on the Free Schools of
New England".^ This definitely brought him before the limelight.
ih*. Carter’s qualifications included a brilliant school career,
folloiving which he engaged in many years of activity as a teacher and a
v/riter on educational subjects. He was thoroughly familiar with the
schools of Nevr Ingland.2 The tv/o main points ^‘vhich he set forth in his
"Letters", as responsible for poor schools,'were poor teachers and poor
textbooks,^
His writings on the evils of the teaching profession and tlie methods
of certification won for him the name of "Father of the Normal Schools".
^Treis instrumental in fo\mding a normal school in 1821, based on the plan
vdiich he had previously outlined in an essay. The institution failedj
however, upon his election to the legislature in 1835 he campaigned for a
similar one. His bill in 1837 provided for the State Board and led to
^Ibid., pp. 163-164.
A, Hinsdale, Horace Lann and the Common School Revival in the United
States, Nevj- York, 1900, p. 53.
Sibid
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the passing of the Normal School Act in 1838.^
We may view Carter as the outsteinding pioneer in the movement which
was in full course with the work of Horace llann. His first efforts to
educate public sentiment to the existing ills was made through the press.
After describing the conditions of the schools, he attacked the academies
and private schools as responsible for the decline,^ His plan for school
improvement consisted of two main features, a school fund and a seminsjry
for teacher training. For seventeen years he continued a fight for these
things, \mtil finally importunity overcame reluctance and opposition. A
bill establishing a school fund was passed in 1834.® Three years later
he attained his supreme tri\jmph with the creation of the State Board of
Education.
E. C, Moore pays the following tribute to Mr. Carter’s achievements;
The names of the hvananitarisins are on the honor roll of the nation.
Among them are the educational revivalists. James G. Carter is their
leader and more than any other is responsible for starting the great school
reform ... he was ... one of the founders of that oldest of teachers
associations, the American Institute of Instruction, which took form in
1829.4
The officers were to serve for eight years from the time of appoint¬
ment and each year one was to retire in the order of his appointment, the
vacancies to be filled by the governor with the advice and consent of his
covmcil. The board was to contain no grant of power over the Sate educa¬
tional affairs except the appointment of its own secretary,5
^E, G, Dexter, op. cit., p. 374,
^G. H. Martin, "Horace Mann and the Revival of Education in Massachusetts",
Educational Review, Vol. V,, (May, 1893), p. 438.
•n
^R, B, Culver, Horace Mann and Religion in the Massachusetts Public Schools,
New Haven, 1929, p. 29. Tliis law provided for a school fund from "the sale
of lands owned by Massachusetts in the state of Maine and from the 'Massa¬
chusetts Claim' against the United States Government for services of Iv^ssa-
chusetts militia during the War of 1812,,,"
4E. C. Moore, op. cit., pp, 13-14.
S. Commissioner of Education,Report, 1396-97, V/ashington, 1898, Vol, I,,
p, 720.
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li/Ir. Hinsdale writes in regards to this aspect:
...the law imposed some duties upon the Board that it had created, hut con¬
ferred upon it no real powers* The Board was nothing more them an organ of
information. The duties imposed upon it would mean much or mean little
according as the law should he interpreted hy positive action. The duties
of the Board, if performed in a feehle and perfunctory way, vrould he use¬
less, or worse than useless; hut if they were performed with intelligence
and vigor, they might become great instruments of power,.. Manifestly every¬
thing would depend first upon the character of the Board that the governor
should appoint, hut ultimately upon the character of the Secretary that
the Board should select.,
This Board, we are told, was made up with particular care to avoid the
opposition that would naturally follow its formation. The memhership was
made up of representatives of each of the major political parties as well
as of the religious groups. It niunhered some of the State’s distinguished
citizens in addition to the ex-officio; James G, Carter, Emerson Davis,
Edmtmd Dwight, Horace Mann, Edward A. Newton, Robert Tantoul, Jr., Thomas
Robbins, and Jared Sparks.2
Everyone expected that I4r. Carter would have been appointed to the
office of Secretary to the Board. To the keen surprise and disappointment
of many educators, Horace Mann was chosen. This came as a distinct surprise
to Mr, Mann himself,3
Life of Horace Mann,— As relating to the life of Horace Mann, Mr.
Hinsdale had the following to say:
The great educational work that Mr, Mann accomplished was so complete¬
ly an outgrowth of his personal history and character, that it is necessary
to give a fuller account of his education, and of the man himself when he
entered upon that work, than would otherwise be acquired*'^
He was born in Franklin, Massachusetts, May 4, 1796. His father was
descended from the plain people of the Commonwealth and cultivated a





small farm for a living. He died of consumption when Horace was but
thirteen. The mother was one of those thoughtful, determined and sober
women of Hew England, who labored and led a relentless routine of home
life. Her heart and will were those of a heorine. Stem discipline in
family and school marked the character of the period.
In this youthful period there was a certain teserve that existed be¬
tween parents and children, indiich constituted a great barrier to freedom
of intercourse. Often Horace failed to tell his mother of his personal
physical sufferings until they revealed themselves by their ovm. intensity.
This point is brought out in Mann’s own words:
I regard it as an irretrievable misfortune that my childhood’. ,ms not
a happy one. By natvxre I was exceedingly elastic and bouyantj but the
poverty of my parents subjected me to continual privations. I believe in
the rugged nursing of Toil; but she nursed me too much. In the winter
time, I was employed in indoor and sedentary occupations, vdiich confined
me too strictly; and in summer, vjhen I could work on the farm, the labor
was too severe, and often encroached upon the hours of sleep... Even my
play-days - not play-days, for I never had any, but my play-hours - were
earned by extra exertion, finishing tasks early to gain a little leisure
for boyish sports. My parents sinned ignorantly... Here let me give you
two pieces of advice... Train your children to work, though not too hard;
... let them sleep as much as they will...^
During his first fifteen years he only had from eight to ten weeks of
schooling a year at the district school.
...If the secret of education is, as he declared, ‘the love of knowledge,
not the love of books', he was, indeed, compelled to live on hard mental
fare...2
There was no oral teaching nor an intelligent explanation of the
work studied. Discipline was the outcome of church preahhings. Sitting
still and reciting from an old dusty schoolbook was the order of the day.
^Mary Peabody Mann, Life of Horace Mann, Centennial Edition, Washington,
1937, pp. 10-11.
^U. S. Commissioner of Education, op. cit., p. 723.
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Dravring was forbidden in the school.
Mann never marked or roughly treated his books. He never drank strong
liquors, swore, nor used tobacco. The greatest conflict of his early life
was a religious one. His awakened reason and keen sense of justice con¬
flicted with the awful theology that was thundered over him from the pulpit
by Dr. Emmons.
...After untold torments, at the age of twelve he finally broke out from
this terrible spell eind henceforth thought and felt his way up into a
broad and Catholic habit of thinking... ’His morality was what other people
called religion...!
He was to the last a Puritan of the Puritans *'a man with a liberal creed
and Calvinistic nerves.” During his vacations v/hile in college he taught
in the district school like other smart boys and girls of his day.
He was very poor in college and earned money in the best way he could,
during that time* His valedictory speech was called "The Progressive
Character of the Human Race."
From the tmiversity in 1821, at twenty-five years of age, he took up
the practice of law and was admitted to the bar in Dedham, Massachusetts
at the age of twenty-seven.
Until the age of forty-one, Mann was known as a successful and able
young lawyer and rising politician. He won four out of every five cases
that he took, His.povrer lay in his ability to put into one epigrammatic
sentence the central idea of a theme. Few of our American public speakers
have achieved that power. His first political speech was; "A defense of
religious liberty probably in some connection with the law that still com¬
pelled every citizen of Massachusetts to pay a church tax..."
He was much interested in the institution for the deaf and blind and
carried through a bill in the legislature establishing the first state
l\ma.tic asylum in the country at Tiforcester, Massachusetts.
!lbid., pp. 723-724
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Vilhila in Dedham, Massachusetts, he married the daughter of President
Messer of Broim University, T«hom he lost after two years of perfect home
Uer death cast him into a "•••shadow land of deep sorrow, spiritual
uncertainty, and an almost ascetic hahit of life,,,"l
In 1836 he held the honorable position of president of the llassachusetts
State senate. This position pointed toTrreirds a very great political csireer.
His prominence could not help but be felt by those vjho Icnew him, and
Massachusetts was wondering what they must do v/ith such a character as
Horace Mann^ This place was fo\ind on July 1, 1837, -when he assvimed the
duties of Secretary of the Board of Education,
••.Here were a character and a career which have never been quite appre¬
ciated and never s\afficiently honored by those who, by their position and
culture, would be expected to hail his coming as ’a man of God sent from
Heaven’,2
In closing his biographical accovint of Mr, Mann, Hinsdale says;
•••The sketch serves the additional purpose of showing that he was ad¬
mirably equipped for this work, so far as equipment could be determined
without actual trial and testing. Apart from his natural abilities he had
been reared on a Massachusetts farm, and was thus familisir with the brief
and simple annals of the poor. He had achieved, by dint of great exertion,
a good college education, and had some practice in the teaching arts. He
had had ten years of active experience in public life, and was in sympathy
T/ith all the better public movements of the tim.e. He was the master of a
copious eloquence, with both tongue and pen,,, but again was nervous and
shot through with vivid imagination and impassioned feeling. His cast of
character was distinctly ethical,,,3
Mrs, Mary Mann stresses his deep religious nature and his tenderness
of heart. Lonely, an extreme introvert, he viewed his life as dedicated
completely to the service of humanity. There was none of the frivolous
about him; his benevolent nature sought after the moral in literature
and art,^ She points out that;
I Ibid,, p, 725, ~~~
^Ibid,, p, 726,
^B, A, Hinsdale, op, cit,, pp, 102-103,
%2ary Peabody Mann, op, cit,, pp, 79-80, At .
44
Education, religious and political freedom, then, were the v/atchvrords
of his life and action. All collateral evils would vanish if these things
could be established.To work for them was his happiness...^
The question of the fitness of Horace Mann for the new position was
debatable. Though interested in education he was not primarily an educator
as was James Carter. A staunch Puritan, he was almost fanatical in his
zeal tcamrds hiimanitarian service. Upon slavery, temperance and education
alike he trained a keen mind and an imswerving purpose. Regardless of his
lack of professional qualifications, Mr, Moore well points out that "...
Judged in the light of what he did for public-school education in America,
the members of the Board of Education seem to have been inspired in their
choice of their secretary,
On the day of his election, June 29, 1837, he wrote:
I cannot say that this day is one to which I have not looked forward
vriLth deep anxiety. The chance of being offered a station which vrould
change the whole course of my action, and consequently of my duties,
through life, was not to be regarded with indifference. The deep feeling
of interest was heightened by the reflection, that, in case of my re¬
ceiving the appointment of Secretary of the Board of Education, my sphere
of possible usefulness would be indefinitely enlarged, and that my fail¬
ure would forever force into a contrast the noble duty and the inadequate
discharge of it... My present purpose is to enter into it. Few undertakings,
according to my appreciation of it, have been greater. I know of none
which may be more fruitful in beneficient results,^
From this letter we are able to see Just how seriously Horace Mann took
this new task. He was happy for the position and gladly gave up his law
business, feeling that the Job as secretary of the board was far more
important and vrould benefit more of humanity. To further emphasize the
fact that it was for humanity’s sake that he accepted this position.
Culver quotes Msam as saying in reference to it;
^Ibid., pp, 60-61
^E, C, Moore, op, cit., p, 19,
Sfeiry Peabody Mann, op. cit., pp. 79-80,
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IT/hat strikes me most extraordinary in relation to my new office is,
that every man, with the single exception of Dr. Channing, inquires
concerning the ’salary*, or makes remarks that look wholly to the com¬
parative ’honor’ of the station; while no man seems to recognize its
possible usefulness, or the dignity and elevation which is inwrought in¬
to beneficient action. Does not the community need to be educated half
roxind the compass, until they shall cease to look upon that as the
greatest good which is the smallest, and shall find the greatest good in
what they now overlook, and by which their minds pass as unconsciously
as though it had no existence?^
A few days later, an acquaintance expressed his regret that the
title did not adequately indicate the dignity of the office and duties
to be performed. Horace llann’s reply is found in the follovdng lines:
If the Lord prospers me in this great work, I hope to convict such
persons of error; and as to the title, of what consequence is that? If
the title is not sufficiently honorable now, then it is clearly left
for me to elevate it; and I had rather be creditor them debtor to the
title.2
He wrote to a friend after his election;
...I no longer write myself attorney, coimsellor, or lawyer. My lavf
books are for sale. My office is ’to let’. The bar is no longer my
forum. My jurisdiction is changed. I have abandoned jurisprudence,
and betaken myself to the larger sphere of mind and morals. Having
found the present generation composed of materials almost unmalleable,
I am about transferring my efforts to the next. Men are cast-iron,
but children are wax. Strength expended upon the latter may be effectual,
which would make no impression upon the former.^
liP. Mann facing immediate opposition, realized that in his new
field there vreis a certain amovint of personal preparation that should
be made. He was determined, at the outset, to succeed at his new task.
Immediately, or more specifically, the first month after his election was
^R. B. Culver, op. cit., p. 38.
^Ibid.
^lary Peabody Mann, op. cit., pp. 82
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spent in preparing himself for his task by reading up on the subject.
Ilis attitude, as he went about his work was, that it was something for
the general elevation and inspiration of the people of the Commonwealth,
kr. Harm knew that:
...no man could apply himself to any worthy subject, either of thought
or of action, but that he would forthwith find it develop into dimen¬
sions and qualities of which before he had no conception. His first
book was James Simpson’s Necessity of Popular Education; his second
one Miss Edgeworth’s Practical Education.!
This reading he found to be thoroughly delightful and congenial to his
feelings, principles and taste. Along with his reading he studied
school apparatus. In his Journal he wote during this same time,
comments Hinsdalq that:
...on the point of bringing apparatus into common use, and thus sub¬
stituting real for verbal knowledge, he must endeavor to effect a
lodgement in the public mind.^
Hinsdale enumerates the principle problems immediately facing Mr.
Mann as follows:
1. The whole State needed to be thoroughly aroused
to the importance and value of public instruction.
2. The public schools needed to be democratized; that
is, the time had more than come v/'hen they should be
restored to the people of the State, high as well as
low, in the good old sense of the name.
3. The public necessities demanded an expansion of public
education in respect to kinds of schools and range of
instruction.
4. The legal school organization and machinery, as existing
vrere not in harmony with the new social conditions. More¬
over, current methods of administration were loose and un¬
businesslike.
^B. A. Hinsdale, op. cit., p. 117.
^Ibid., pp. 117-118.
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5. The available school funds were quite insufficient for
maintaining good schools, and called loudly for aug¬
mentation.
6. The schools were, to a great extent, antiquated and out¬
grown in respect to the quantity and quality of the in¬
struction that they furnished, as well as in methods of
teaching, management, discipline, end supervision.!
Mr. Mann’s first task was to educate public opinion in order to
carry on his program. In the educational campaign that Mr. Mann laid
out he looked ultimately to the youth and children of the State. It
was up to him to awaken the people from their deep sleep. Eis first
intentions were to visit as nearly as possible all the schools in the
State. Working alone vreis an lonfortunate ancouinter for a man with such a
job as this, as he had no official assistance. Ee vreis working so that his
”...’80,000 children’ might be rescued from the decline into which they
vrere falling.”2
The first step on his program was a general sujrvey of the field
which included a series of visits throughout the state. Conventions of
teachers, school committees, and other groups interested in education
were contacted. Ee announced meetings of co\mty conventions, and in
October he began a series of lectures, the first entitled, "The Means
and Objects of Common School Education. findings vdiich were the
result of this tour were presented to the Board in his first annual re¬
port. This was followed by a special Report on Schoolhouses. Ee con¬
tinued his lectures and in February, 1838 he undertook to begin a series
of meetings for the teachers of Boston where lectures and foruims would
^B. A. Einsdale, op. cit., pp. 115-116.
2tJ. S. Commissioner of Education, op. cit., p.722.
^B. A. Einsdale, op. cit., p. 119.
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be held on educational subjects.^
On March 13, 1838 Horace Mann sent the surprising annoimoement to
the legislature that
••• private munificence had placed at his disposal ten thousand dollars
to promote common school education in Massachusetts. The conditions of
the gift were, that the legislature should vote an equal sum, both amovints
to be used as needed under the direction of the Board of Education in
qualifying teachers for the common schools...2
This question of Normal Schools had already been presented in Feb¬
ruary to the legislature by the Board. Their recommendations included
the following statements;
...The subject of the education of teachers is of the very highest im¬
portance in connection vd.th the improvement of our schools... The Board
cannot but express the sanguine hope, that the time is not far distant,
when the resources of public or private liberality will be applied in
Massachusetts for the foundation of an institution for the foivnation of
teachers, in wiiich the present existing defect (of trained teachers) will
be amply supplied.^
The legislative debate which ensued led to the founding of the
first Massachusetts Norma.! School.
The Founding of the Normal Schools.—Mr. Hinsdale points out that
the term "Normal School" was borrowed from France. The word "Normal"
comes from the Latin, "norm" meaning rule, model or standard,
...A noimal school, therefore, has to do Yn.th fixing the norm or rule
of teaching; but whether the name yr&s given because the school was
expected formally to teach the Norm, to exemplify it in practice, or to
do both of these things, history does not inform us. It will perhaps
answer the purpose of all but the curious to state, that the Normal
school devotes itself, in part at least, to teaching the principles and
the rules of teaching.,.*
^Ibid., p. 120.
%bid., p. 121.
^A. 0. Norton, "Introduction" in The First State Normal Schools in America;
The Journals of Cyrus Pierce and Mary Swift, Cambridge, 1926, pp.xliii-xliv.
A, Hinsdale, op. cit., p, 145
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The immediate historical antecedents of the -American Normal schools
was in Germany where it vra.s known as the teachers* seminary.^
Among the .American educators iidio had become ihterested in the
German teachers seminairy was a Rev. Charles Brooks of Hingham, Massa¬
chusetts. -After studying the details of German education while abroad
he returned to present an account of the Prussian system in lectures in
Massachusetts and other states. He definitely advocated the founding of
a state Normal School.2
Three questions immediately presented themselves; first, the number
of schools to be established and their location; second, the appointment
of suitable teachers; third, the curriculum.^
-After much deliberation the Board decided to establish three Normal
schools, one at Lexington, the second at Barre and the third at Bridge-
water. The^arre school vjas later transferred to Westfield. The Lexing¬
ton school after one other removal vms finally brought to Framingham,4
The towns vjhere these schools were located had to agree to local
cooperation which included certain financial support, since the funds at
the disposal of the Board were limited.
The founding of these schools, naturally aroused much hostility.
The sectarian issue was raised as to their location and to the teaching
personnel. Despite opposition, however, and in the face of many struggles
they survived. At the end of the three year's experiment, as had been
provided by the Board, they were brought into the State system in March,
1842 and voted financial support for three years.®
^Ibid., p. 146.
2lbid., p. 147.
3r, B. Culver, op, cit., p. 113.
4b, a. Hinsdale, op. cit., p, 149.
Sibid., p. 151.
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Mr. Maun was overjoyed. He had labored ceaselessly towards this
end, despite further opposition. In 1845 the state appropriation was
renewed. By 1846 their continuance was definitely assured, and the
three schools, well housed and equipped, were functioning upon a defi¬
nite program of teacher training.
The Sectarian Controversy; At this point it is necessary to discuss
more fully the issue of sectarianism. The opposition of the religious
forces xvas inevitable. It had been groMng steadily. The official re¬
ligious organ in the public schools. The Hew England Primer, Calvanistic
throughout, had been taught to the children of Massachusetts for some two
himdred years. However, after a generation or so of gradually abandoning
its use, it was fully taken out of the schools.^ The Secret8.ry had defi¬
nitely encomtered the religious issue at the fomding of the Hormal Schools.
He had had to cope with the orthodox group both in the matter of location
of schools and selection of teachers.
Mann had visited England during the year 1843 and "sdiile there he
had become very much interested in the hold of the church upon education
during that time. Upon his return to America, Mr. Mann attacked the Eng¬
lish system in two articles that were published in his Common School
Journal. In the course of these timely and strongly phrased publications
he said:
...The only reason why there has not, long ago, been a system of public
instruction in England, is, because the church steadfastly resists all
legal provisions for literary and moral education unless it can control
it for the purpose of proselytism.^
^Ibid., pp. 211-212.
^Common School Journal, Vol.VI, quoted in E. B. Culver, op. cit., p. 181.
51
Edirard A* Newton, one of the first members of the Board, w&s the
main opponent on the religious issue. He was definitely opposed to Kr.
Mann’s religious policies. So important were these controversies between
Mr. Newton and Mr. Mann that the most pertinent ones were collected and
printed in a pamphlet called "The Common School Controversy." Newton
claimed that the Massachusetts public school system was a system of the
Board and Horace Mann. Mr. Mann, of course, resented this accusation,
and answered that the Massachusetts school system was
...defined by the Constitution and the laws of the sta-te... the Board and
the Secretary were bound to administer Just as truly as the Judges of the
Supreme Court administered the laws of the state. The Board and Secre¬
tary had no more po\TOr to modify the system than the Judges had to change
the statute book...l
Newton also claimed that Mr. Mann and the Board had taken the Cate¬
chism from the schools, but to this Mr. Mann replied:
Now, I appeal to every man possessed of intelligence, on this subject,
for a denial of these statements. In the nine eastern covinties of the
State, containing more than five eights of its population, the teactdng of
the Assembly’s Catechism and of Orthodox doctrines, had been, not entirely,
but mainly discontinued, long before the existence of the Board. The
Catechism had been objected to by the Orthodox Baptists themselves. In
many places, the discontinuance dates back, at least, to the beginning of
the present century. I have met with many persons, educated in our schools,
who never saw the Assembly's Catechism. So convinced vms public sentiment
of the equity and Justice of the law of 1827... that in all the common
school conventions I have ever attended, in almost all of which the subject
of moral and religious instruction has been introduced, there has been but
one instance vdiere such teaching was advocated; and there it was resisted on
the spot, by an Orthodox clergyman.
Inother ground of disproof is this: The whole current of testimony
contained in the school committees’ report, denies the right and disclaims
the desire to introduce sectarianism into the schools...These reports are
all on file. The School Abstracts, containing the substance and spirit of
them, are in the hands of all the school committees, of which Mr. Newton has
been one. And yet in defiance of all these facts, knovm, or capable of
being knovm by himself, he makes these assertions.^
^Ibid., p. 184.
^The Common School Controversy, p. 26, quoted in E. B. Culver, op. cit.,
p. 185.
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Mann urged the devotional reading of the Bible in the schools and
■was also in favor of its being used as a class book# Nevertheless, the
Bible 'was read ivithout comment# In the normal schools, over ■which the
Board had full power, it ■was required that a portion of the Scriptures
were to be read every day# It ■was pointed out that lir. Ne^wton ■vra.s born
too late# He had the spirit of Henry the Eighth, but not his power#1
The strain of this controversy ■was very great on Horace Mann nnd
so •was the effect# He felt very keenly this criticism of the church
forces, which affected him physically to a very great degree# In his
own words, he ■wrote to Dr# E, Jarvis, February 10, 1884:
###Can you do anything for a brain that has not slept for three weeks?
I can feel the flame in the centre of my cranium, blazing and flaring
round just as you see that of a pile of brush burning on a distant
heath in the ■wind# Vi/hat can be done to extinguish it?2
No reform advances ■without strife# In all history eveiy progressive
movement, every effort to put foiw/ard new ideas, has met ■with the natural
opposition of the conservative and the ignorant# This was true of the
efforts to rejuvenate the Massachusetts school system#
The religious opposition, as mentioned above, ■was bitter and s'bub-
born# Each group ■was jealous of evejry concession made to the other# The
new Secretary vreis the object of vicious slander end criticism. The old
order refused to die#
Horace Maim and the Boston Schoolmasters#-- Another instance of
opposition to Mr# Mann's program ■was the controversy with the Boston school
masters. They published their charges in a pamphlet entitled, "Remarks"
^R# B» Culver, op# cit#, pp# 186-187#
2Mary Peabody Mann, op# cit#, p# 224#
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and it was signed by thirty-one of the masters.!
This pamphlet Tims presented in x'our divisions. The first section
included a public charge against llonn claiming that he -vms a theorist ■■
and -was without experience as a practical educator, ^he charge also
attacked the normal schools, claiming that they vrere being maintained to
be used in advancing Mann's theories. The second part was concerned with
the Prussian modes of instruction advanced in Mann's Seventh Report.
The third and longest section (47 pages) dealt with the reading taught
the Mann way, the’'Word Method)' to which the Boston schoolmasters firmly
opposed. The fourth and the most important part was on the subject of
school discipline.
These attacks vrere presented September 1, 1844. Mr. Mann's reply
was ready in October but due to printing difficulties was delayed imtil
November 15, of the same year.^
These controversies throw much light upon the state of education in
Boston and Massachusetts, most especially upon the teaching profession.
Hinsdale -says:
^..these feelings are shrouded with regret.. .. .that the great reform
should have been marred by an \mcalled-for onslaught upon the foremost
reformer by prominent men in the teaching profession.^
Just a vrerd concerning the Boston schoolmaster, some of wliom possessed
\musual ability. They were men of high esteemi' and education vdio were
experienced in their field and were consecrated to it. The Boston schools,
without a doubt, were the best of the times. Critics who foresaw the
^B, A. Hinsdale, op, cit., pp. 183-185.
2
E. B» Culver,•op. cit., p. 189.
■
B. A. Hinsdale, opl cit., p. 181.
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decline and deterioration cf the State schools doi/m to 1837 made excep¬
tions for the Boston schools. Unfortunately, the Boston schools had not
been affected by the reform. They remained respectable and slov/. The
Boston ’’masters were a part of the renown of the city, and they knev/ it."^
l^lr. Kann’s charges of inefficiency had fallen on the good teachers as
well as the poor. They deeply resented the charges against a profession
of Tdiich they vrere justly proud.
The writer of the first section of the Remarks stated that no indi¬
vidual outside of the profession Imd any right to set up standards for
the teachers already in the field. The first division was the most of¬
fensive one towards Mr. Mann, for it was both patronising and disparaging.^
The witer was making the familiar mistake of believing that there are
many men and women not in the teaching profession who are quite qualified
and able to criticize the educational field.
The second division, though not as abusive as the first, showed
signs of ill temper, insinuations, and misrepresentation. The questions
dealt, with vrere questions for serious discussion, then and even today.
They had to do with oral and textbook instruction. This argument centered
around the Pirussian mode of instjruction. Successors of the hostile
Boston schoolmasters said later that there was a wide use of textbook work
during the time, and the thing needed was a teacher capable of interpre¬
ting the printed page. Germany vinas more nearer right than was kiassachusetts.
llr. Mann had seen that a complete reform was not possible unless the




third part of the controversy dealt mth this issue, llann was an
advocator of the "Word Method," and upon seeing this method in use in
Germany his conviction vreis more confirmed.
From the time of his entry into the Secretary's office...Ifr. Mann
had grown increasingly distrustful of the use of corporal punishment in
schools, and his observations abroad strengthened this feeling..
This was the question of the fourth report. He says of the Saxon end
Prussian schools:
...Though I saw hundreds of schools and thousands, — I think I may say
within bounds tens of thousands of pupils, — I never saw one child in
tears from having been punished or from fear of being punished...2
Mr. Mann's reply to the Boston schoolmasters followed the Remanks
a few months later. It was a pamphlet of one hundred and seventy-six
pages in Tdiich he answered all charges with equal severity. In this
publication he belittled the helpfulness of corporal punishment. Mr.
Hinsdale is of the opinion that his answers to the questions of pedegogi-
cal nature were not so strong.
...He is sometimes feeble in argument, sometimes tinfair, and often de¬
clamatory; he calls names, and much of the time speaks in a strident
voice. He denounces what,are at most matters of opinion with the energy
of a Hebrew Prophet. Sometimes he arrogates too much to himself, and
then, again, his personal remarks are not always in good taste...3
This controversy continued with an answrering pamphlet from the
schoolmen; soon afterv/ards, Mr. Mann also replied to this.
If there was one beneficial result of this strife, it was that
attention, both local and national, was turned on the schools of the





in their schools, and casual examination naturally led to closer study
of methods. Despite Mr. Mann’s fanatical zeal vfhich led him to vigorous
denxmciation, despite his moral fervor and his bombastic speech, the
Secretary certainly achieved great results. His mde breadth of vision,
the qualities of his mind and above all his deep himanitarian nature
made him a towering giant above his enemies. His work and ideals,
faltering for awhile, but steadily gathering in momentum, could not be
withstood. The schools were definitely on their way to progress.
The central idea around which centered all of his plsins of reform,
was that the State was obliged to maintain free schools vhich should
provide \iniversal education. To him, education was the force which
would shape the character of the nation; hence, it vra,s the duty of the
people to provide the best possible schools, with finely constructed
school houses, the most efficient teachers, sufficient apparatus, and
the very best in textbooks. Mr. Mann realized fully that one of the
main factors in winning over the public to his proposed changes was the
diffusion of his ideas, carefully edited and elaborated, through publi¬
cations and reports.
The Common School Journal.-- Among the most important of these
publications was a semi-monthly periodical, called the Common School
Journal, which he began in 1838 at his own expense. The purpose of this
publication, as stated by the publishers, was;
...the dissemination and preservation of the laws and official papers
relating to education;: the discussion and elucidation of the various
modes of instruction, and systems of education; and the gradual intro¬
duction into the schools of Massachusetts of all the improvements of other
States ftTiH other Coimtries... to be a valuable despository of facts and
opinions, a series of landmarks in the history of our schools, and an
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imperishable record of the wisdom or folly with vdiich we carry out the
noble design of the far-sighted founders of our Common Schools*^
The Journal was to make a direct appeal to the people. It aimed
rot at the discovery of knowledge but at its dissemination. Besides
containing the State laws pertaining to education, the reports sind pro¬
ceedings of the Board,
It would explain and enforce upon parents, guardisins, teachers, and
school officers their duty towsnds the rising generation. It would urge
upon children and youth obedience to the laws of health, the cultivation
of good behavior, the development and enrichment of their intellectual
faculties, and the control of the animjal and selfish propensities through
the exaltation of the moral and religious sentiments. It would shun
partianship in politics, and sectarianism in religion, but would vindicate
and commend the practice of the great and fundamental truths, of civil and
social obligation, of moral and religious duty..,^
This wide range of subjects seems too ambitious, but glancing
through the table of contents of a volume of the Journal will prove that
they are, by no means, a m.isstatement. In volvime five some of the topics
are as follows: ‘’The Editor's Address to the Public”, ”Profaneness in
Teachers”, ”Duty of Parents to Cooperate with Teachers”, School Examinations
Conquer with Kindness”, ”Account of the Hancock School, Boston”, ”Geometry
in the Hew York Public Schools”, “Letter to A Primary School Teacher, Ho. 1;”
etc.
Mr, Mann served as editor of the Common School Joixrnal for ten years,
embodying in it some of his best thoughts on school management and teachers.
It became a povrerful force in the education of the people towards the im-
provem-ent of the common schools.3
^The Common School Journal, 1843, Vol. V,, Boston, p, 1.
^B. A, Hinsdale, op. cit., p. 124,
3o, H, Lang, op, cit,, pp. 31-32
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She Twelve Reports.—Another potent factor in llr. F-ann*s great
•work of reforal was his annual Report to the Board,v^iich he issued each
year during his twelve years of office. In these, one may find the
complete redords of Mann’s philosophy sind labors; both the theory and
practice of teaching, and the aims and purposes of public education
are dealt with fully. Cubberley is of the opinion that they ’’occupy
a commanding place in the history of American education.".^
Lang states that they "belong to the most valuable contributions to
American pedagogical literature ever written."2
The writer next will outline the salient points in each of the
tvrelve reports.
The First Report dealt with the construction of the schools, the
hygiene and sanitation of the building. He also ttok up the problem of
heating the rooms, adequate seating,and ventilation,and playgrounds,vdiich
had to do with the physical factors in school life. Finally, he pre¬
sented a discussion concerning the "duties and responsibilities of school
committees; the enforcement of school attendance laws, and the needs of
higher standards in the teaching force."3
The Second Report is largely devoted to the curriculian and the methods
of teaching reading, composition and spelling. Mr. Mann was greatly
opposed to the method that was being used at that time, the alphabetical
method and was making a strong effort to introduce the ’ViTord Method**.
The Third Report. Another pertinent factor that Mr. Mann was desirous
^E. P. Cubberley, op. cit., p. 167.
2o. H. Lang, op. cit., p. 32.
3
E. Paul Monroe, Cyclopedia of Education, Vol. 3, p. 119.
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of having the schools adapt was that of school libraries and the fonna-
tion of suitable reading tastes and habits. Some consideration was
given to the question of child labor and the dangers of hiring children
in factories.
The Fourth Report dealt with the ^'district system entrenched be¬
hind statutory rights and immemorial usage”,^ Lir, Iv'iann was of the
opinion that no lasting progress could be made as long as the district
system existed and "during his remaining eight years in office he kept
up a continuous fire of argument, entreaty, fact, philosophy, statistics,
and testimony",2 The refom along this line, hoi'rever, was not completed
in those eight years,for it required thirty years more before the dis¬
trict school totally disappeared.
The l^ifth Report is mainly a pedagogic document. Here Mr. Kann
discusses in the most part pedagogical books, the teacher, -^journals of
education, normal schools, corporal punishment and the state’s relation
to education. It was said that in his fifth report kr. I'ann reached the
peak of his success and power, and that the report was received at home
and abroad in the spirit of highest appreciation.3 Its world-iiride fame
was due to its presentation of educational advantages, the effect of
education upon the fortxmes of men, the production of property, the
multiplication of comforts of mankind and the factors of physical well
being. He showed how education aroused thought, increased an individuals





unknoTTm by the uneducated.
The Sixth Report reverts to a discussion of the course of study
with special emphasis on its enrichment. In this report he exhausts
the discussion of the educational importance of hygiene and physiology.
Between Mr. Mann’s sixth and seventh report he visited Europe,
where five months of his time were spent in the study of the conditions
of education in Germany, Switzerland, Holland and France.
Naturally upon his return to America he used his findings in Europe
to make up the body of the material in his Seventh Report. He discussed
his educational tour and his
... praise of European schools, and particularly his commendation of oral
instruction, the xirord method 5n teaching reading, and the abolition of
corporal punishment in Germany, wounded the sensibilities of the Boston
schoolmasters, and a bitter controversy ensued...1
Y/hich has been discussed previously in this chapter.
In Mr. Mann’s Eighth Report, he discussed the value of vocal music
in the elementary schools, local and coimty educational associations,
and the use of the Bible in the schools. Mr. Mann also aided Mr. Lowell
Mason, the first apostle of public school music in the United States, in
having singing made a feature of the work in public schools.
In the Ninth Report Mr. Mann dealt with the subject of employment of
women as teachers in the primary schools. He also discussed the value of
the teachers* institutes and the importance of moral instruction in public
education. In this work he elaborated minutely upon the teaching profession,
describing the motives to which the teacher should appeal and the vices
^Ibid.
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which they should avoid. He insisted that moral instruction was highly
important, and that obedience should be gained not through fear but
through affection and respect. liany other smaller matters dealt with
included truancy, whispering in the classroom, and a variety of means
to meet other practical difficulties. The inductive method of instruc¬
tion, he argued, was superior to the deductive.
The Tenth Report discusses the history of the Massachusetts school
system. It shows the relation that education holds to the future genera¬
tions of the commonwealth.
The Eleventh Report.— In this report the secretary took up the
problem of the relationship between education and crime. A circular
letter appears in regards to the preventative nature of education on
vice and crime. In reply to this letter he received many encouraging
facts and opinions as to the moral effect of education. His report con¬
tinued the discussion of the qualifications of teachers and the methods
of securing regular attendance of children. A picture of the effects of
iiniversal education vras painted. He wrote;
Every follower of God and friend of humsmkind will find the only
stire means of carrying forward the particular reform to which he is de¬
voted, in imiversal education. In whatever department of philanthropy
he may be engaged, he vdll find that department to be only a segment of
the great circle of benefioienoe of which universal education is the
center and circimiference.l
The Twelfth Report was written after Mr. Mann had resigned the
secretaryship. In it he reviewed progress and changes in education in
Massachusetts during the past tvrelve years and discussed the education
’•Ibid., p. 119-120.
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for defective and dependent children. Horace !.:axm af.ain presented the
capacity of the common school system to improve pecuniary conditions and
elevate the religious, intellectual, and moral character of the commonwealth.
He again presented the arguments brought out in his previous reports. He
shovred the importance of religion in the reading of the Bible in the
Common school. The importance of health was stressed,and he shovred the
necessity of providing for physical training in the schoolroom. He
shows the necessity for political education and the devices he uses to
show intelligence gained in the schools by the mechanic, the merchant, and
the farmer, seem inexhaustible.
The wide range of subjects covered in thSse Reports illustrate the
multiplicity of the educational problems which llr. llann considered.
A school system of a city or a state offers a thousand and one problems
to perplex educator and administrator, and, in our modem manner, this
naturally leads to the employment of specialists. HoTra-days, if one is
expert at curricultnn building, he will hardly know the slightest thing
about the physical plant. In fact, his curriculum work maybe limited to
the secondary or primary level. One vdio is an authority on the matter
of pupil health and hygiene is not expected to deal with classroom m-ethods.
These facts place lir. Hann in all the more remarkable light. His
educational efforts aimed at encompassing the entire realm of school iTOrk.
The Reports "reveal in full - the nature, the range, and the limitations
of Horace Jfann’s educational genius".^ But to explain the endless prob¬
lems with which Mr. Mann eoncerned himself, Hinsdale adds;
—— _
B. A. Hinsdale, op. cit., p. 180.
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They (the Reports) present him to the world as an educational states¬
man rather than a philosophical educator or a trained pedagogist.^
That is, he is a practical visionary, a man of action vdio, when he
sees the light, proceeds to act. The philosopher though thoroughly ac¬
quainted with all of the existing systems,may be powerless to provide
the needed action. The pedagogist may be hidebo\md and smug in his know¬
ledge of methods and yet absolutely ignorant of the proper procedure to
attain the needed results. Frequently, the individual vdio may have the
deeper insight or the more practical view may be one entirely out of
the field, or one not limited to the concentrated, and, often the narrow
perspective of the spiecially trained.
Horace llann's view included humanity. His shortcomings and mistakes
are minor vhen we consider what was his goal. He studied the problem,
saw what vreis needed and proceeded to set the machinery in motion.
As to the importance of the Reports a passage follov^s which well
sums up a large part of the work of Mr. Mann. It is by A. J. Stoddard.
These reports stand unexcelled in the educational literature of our
day. This is true not only because of, their exhaustive treatment of
the whole range of educational problems of thnt day but also because
they went beyond mere reporting and, in thessolution of existing pro¬
blems, presented a philosophy of education at once so practical and so
fundamentally sound that it anticipated most of the accepted educational
principles and procedures of the present day. A few illustrations of
this fact are submitted for consideration.
One of the most outstanding of the educational developments of thee
last generation has been the improvement of school buildings. Surveys,
scientifically conducted, have- aroused himdreds of communities to a
realization of the need of expending large sums of money to provide school-
houses that are' architecturally beautiful and educationally efficient.
Nearly a hundred years ago Horace Mann called attention to the importance
of proper school buildings...
He showed that the buildings were usually a menace to the health of
^Ibid.
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the children and a disgrace to the communities. He gave detailed sug¬
gestions as to sites and playgroimds. He presented plans for buildings,
showing size and arrangement of rooms, and included standards for desks
and seats. He described vhat constituted proper heating, lighting, and
ventilization and outlined the duty of teachers in reference to them.
Tdiile his facilities did not permit him to employ the exhaustive research
used by our school building experts of today, nevertheless he should rank
as a pioneer in the field and master of its detail.
Libraries are coming to be accepted as an integral and essential
part of a modern school. Horace Harm presented a most convincing analysis
of the importance of libraries, the kind of books needed, the effect of
different types of reading on the formation of character, and advocated
school district libraries as the most effective means for giving proper
reading material to all the people.
His Seventh Report is perhaps the best knovm of the twelve, partly
because it precipitated the famous controversy with the thirty-one
Boston Masters. They regarded it as a criticism of their own methods
and practices and made a vigorous attack upon him and his ideas. It is
interesting to note that his three greatest struggles during the twelve
years were with the legislature, religious leaders, and a type of edu¬
cational leaders. The Massachusetts State Teachers' Association was
organized to oppose Horace Mann and one of its rules excluded him from
membership. Most of the teachers lacked professional training and
followed the leadership of the conservatives. VJhile he finally tri¬
umphed over all three foirms of opposition it is claimed by some that
opposition from within his own profession possibly delayed for several
decades the effective acceptance within his and, to an extent, the
vdiole coxmtry, of the great reforms which he advocated. And yet, there
are others who contend that his cause became so popular that this op¬
position only served to promote and perfect it.
In this Report he records his obseirvations on a visit to the Euro¬
pean schools, made at his ovvn expense. He described the methods of
school organiz8.tion and instruction. He raised questions about so much
memorizing of textbook materials. He told of seeing teachers who taught
without having to carry books in their hands, teachers who did not sit
all day long, who ' won rather than compelled obedience, and who moved
about the room as they taught, producing a less formal atmosphere in the
classroom. He advocated that the child be treated as a human being and
condemned the indiscriminate and imiversal use and abuse of corporal
punishment. Spelling was a most important subject. He proposed written
rather than oral spelling and that we should ascertain the words in or¬
dinary use Tdiich the children are tinable to spell — a sim.plified spell¬
ing listl He disapproved of the teaching of reading by the ABC method,
\irging the use of the virord method. He suggested greater use of objective
methods of instruction and of illustrative apparatus and experiments.
Much has been said about character education and moral instruction
in the schools. Horace liann advocated the physical end moral as well as
intellectual education of the child...
The schools should give to every child a free, straight,
solid pathway by which he can walk, directly from the
ignorancw of an infant to a knowledge of the primary
duties of a man and acquire a power and an invincible
will to discharge them.
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More than that, he proclaimed the right of every child to he fitted
to claim his share of the social inheritance, as shown in his Tenth Report:
There is an obligation on us to qualify those yet in their
minority for their fviture inheritance, and they have a
right to the use of so much of their future inhcritence
as may be necessary to qualify them, before they come into
full possessioh.
This is the true meaning of education in the American
democracyI He knew the value of incidental learning:
Arithmetic, grammar, and the other rudiments, as
they are called, comprise but a small part of teaching
in the schools. The rudiments of feeling are taught
more than the rudiments of thinking. Sentiments and
passion get more lessons than the intellect; though
their open recitations may be less, their secret re-
hersals are more.
Horace Mann condemned the system of instruction by induction rather
than deduction and the substitution of investigation for mem.orizing. He
warned against incompetent teachers, and commended the absence of parti¬
san politics from the school management. He also secured the passage of
child labor laws compelling a certain amount of school attendance up to
the age of fifteen years; advocated adult education; urged the consoli¬
dation of schools into larger units; and shoxved the effect of education
in preventing crime and vice. He showed the contribution that education
makes to prosperity and happiness of the individual and the multiplication
of human comforts.^
President of Antioch College.-—Some of the most tragic and bitter
years of Mr. Mann’s life were spent at Antioch College where he served
six years as president, following his services in Congress.
The aims of the fouinding of this college were two: ”to establish
a non-sectarian college of high rank, and to offer in it equal opportuni¬
ties for students of both sexes". These two features were particularly
attractive to Mr. Mann and he made it plainly understood that if he should
go to Antioch he vrould introduce v/omen teachers on the faculty, because
he believed that female students needed maternal advice as well as paternS.!
counsel. 2
^A. J, Stoddard,"Horace llann Then and How," national Education Association,
Journal, ifIX (November, 1930), pp. 265-266.
2
B. A. Hinsdale, op. cit., p. 245.
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While at Antioch I'ir. 1,-ann strove to introduce some of the same re¬
form that he advocated in his reform of the common schools, especially iii
the modernization of the course of study and more fruitful teaching.
Mr. Mann engaged himself in classroom instruc^;ion. While here he
became a minister and delivered several sermons in the college chapel.
His method of teaching vwls 'suggestive and stimulating'. He discouraged
excessive use of the textbooks and greatly favored oral instruction.
President Mann did not necessarily believe in the same kind of edu¬
cation for men and women, but he did believe in a.n equal education for
all. He was in favor of coeducation and called it 'our great experi¬
ment*. His curriculum went to make up a vd.de svreep of activities that
would develop a well rounded individual. Even today the college adheres
in a measure to the basic conception of vrell-rounded development as
instituted by lx. Mann.
Antioch College v/as an experimental college; it was a symposivim of
various advanced educational ideas of that day. In addition to co-educa¬
tion and "lady professors", health and physical training were stressed,
natural sciences, hygiene and teacher training courses were some of the
new developments. Com.petition in study and sectarianism in religion were
strongly discouraged. Student responsibility in matters of conduct and
elective course were other innovations,^
Hinsdale relates another important fact:
Antioch was a pioneer in another cause. Next to Oberlin she was the
first college in the coimtry in refusing to discriminate against persons
of color,2
^C, A, Hollatz, "The Antioch Experiment," Scribner's Magazine, C (November,
1936), p. 57.
2
B, A, Hinsdale, op. cit,, p. 253,
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The most notable results achieved at Antioch were the sphere of
discipline and moral training.
...Mr. Mann brought to the college a theory of moral education fully
wrought out and fully in accord with his philosophy of hiaman nature,
and this theory he now had an opportunity to put into practice,..!
Mr. Mann urged this same theory upon the teachers of the common
schools.
Another of Mr. Mann’s beliefs was that a college diploma should
be a certificate of character as well as of scholarship. He always re¬
fused graduation to immoral students." -Attendance upon the chapel exer¬
cises and chvirch, while encouraged, was not required of those students
who had scruples of conscience. The use of tobacco was forbidden.2”
As Mann grew older he became more and more absorbed in laboring
for his fellov/-men. At sixty years of age he wrote his friend Combe;
...Today.., I am sixty years old. This event excites in my mind a
strangely mingled feeling, made up of joy and pain, to say nothing of
a readiness or unreadiness to die. I am too intensely interested in the
great questions of human progress, of humanity itself, to be willing to
quit the field in this stage of the conflict...3
In June 1859 the College was sold to clear away the debts and it
was on this day that Mr. Mann made his last baccalaureate address. He
never recovered from the labors sind exitement of that day. His famous
address closed with the often quoted words, "Be ashamed to die mtil you
have won some victory for hvimanity."
In closing the discussion of his work at Antioch College, Hinsdale
remarks;
The tributes that Ih*. Mann’s death called out constittite a litera¬





opponents of slavery, and the advocates of moral reform, as well as
teachers and educators...His portrait ought to be in every public
school in the State, and his statue in the State House.1
His statue stands today in front of the State House in Boston.
Estimate and Summary of Horace Mann's V*"ork.—-In any attempt tov/ards
evaluating the v/ork of lir. Mann, two main characteristics of the man
must be kept in mind - his powerfully practical mind and his intensely
moral nature. These tvro things color his entire v/ork - they are Horace
Mann.
As to the first, we have seen how quickly and comprehensively he
gathered, then assimilated facts. After analyzing the problem, vd.th
the results sifted through, he Viras eager for immediate action. If the
evils were present, he argued, and one could discern them, then he was
duty-bound to attempt to effect the necesss.ry correction. He was im¬
patient of opposition even though it came from persons of qualifications
and experience.
His moral nature T/as keen; he was extrem.ely devoted to truth and
right. He had all the fanaticism of the Puritan along with the narrow¬
ness. Hinsdale states that his "moral nat^ire dominated his intellect
so completely as to intensify its defects".^ The charges made in the
religious controversy fall through vjhen one analyzes him fully.
The educational achievements are colored deeply with these two charac¬
teristics; they are not the products of a philosopher and lack the deeper
insignt of the theorist. But, as Hinsdale points out, Massacl'usetts had





It was a time for immediate consideration and action.
He concerned himself with numerous matters pertaining to pedagogy
such as teaching of reading, oral instruction, and discipline. But his
greatest services to education are ‘'in the field of institutions, organi¬
zation, administration, legislation, and public opinion. He was a great
constructive pedagogist, a wise educational statesman, an eloquent tri¬
bune of the common school... He persuaded the people to use them. He
organized public opinion, and influenced the action of legislatures...^
First, the campaign of education in liassachusetts that he conducted
was thoroughly successful... Secondly, the Board of Education and the
Secretaryship was strongly entrenched in the public confidence... Thirdly,
the Normal schools, the teachers' institutes, the county associations,
and school district libraries were founded... Fourthly, the common schools
made great material progress. The appropriations more than doubled; a sum
in excess of $2,000,000 was spent in providing better schoolhouses and
euqipments; the wages of men teachers increased 62 per cent, of vromen teach¬
ers 51 per cent, while the relative number of women teachers had increased
54 per cent; a month was added to the average length of the school... about
50 new high schools were established... Fifthly, the schools improved in
studies, in text-books, in both the absolute and relative number of pupils
in attendance, in methods of teaching and discipline, and above all, these
achievements were a sure pledge of that splendid progress vdxich Massachu¬
setts has continued to make from 1848 to the present time.2
Mr. Mann was the central figure of the common school revival in Massa¬
chusetts. The movement spread from this state to Connecticut, and then to
other sections of the cotmtry. His addresses, reports, and correspondence
were greatly influential towards effecting a recognition for the need of
reform in other states. The 7/ork in Massachusetts has received attention





Below in outline form are the highlights of Mr. Mann’s educational
career;
A. Elected Secretary of the first State Board of Education in
Massachusetts, April 20, 1837.
1. Purpose of Board — to coordinate the schools, institute
reforms, administrate the system.
2. Problems faced;
(a) Publicizing evils in the district system and the
need for reform.
(b) Democratizing the school system.
(c) Increasing humber of schools.
(d) Increasing tax support for necessary funds for
maintenance.
(e) Improvement of instruction, reorganization of
curricula.
(f) Removing sectarian influence.
B. Vfork began revival in the State which spread over the country.
C. Advocated and carried through the democratization - schooling
for everybody.
D. Controversies with religious groups of high importance;
1. Eliminated poor textbooks.
2. Removed the jealous influence of the sects.
E. Advocated the doctrine of liberal taxation.
1. Led to increase of teachers’ salaries.
2. More finance available for expansion and betterment of
schools.
F. Founded three normal schools vdiich were the first in the
United States.
G. Improved teaching methods generally:
1. Introduced Pestalozzian reforms.
2. Worked for vise of vrord method in reading.
3. Discouraged strict disciplinary methods and punisliment
of pupils.
4. Advocated school hygiene, care of physical health of pupils.
5. Began measures for better attendance.
E. Advocated and carried through great improvements in the school
physical plant.
I. Published the Common School Journal, vdiich disseminated infor¬
mation about the schools, the vrork of refonn, etc.
J. Twelve Reports which gave the aims and purposes of education.
1. One of the greatest contributions to American educational
literature.
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K. Established fifty new high schools.
L. Becajne recognized leader of the common school revival in
Massachusetts.
1. Reforms studied in other states - his work the founda¬
tion of the National revival.
Near the end of the century, shortly after the one hundredth anni¬
versary of the birth of Horace Mann, Hinsdale vreis of the opinion that
Mr. Mann’s influence as an educator was not transient and had grown to
be a great force in our educational life. He also predicted the lasting
spiritual value of his v/ork.^
This prediction has been justified. Possibly to no other force
does modern contemporary education owe so much, as to the currents set
in motion by Massachusetts* great Secretary. As the writer vn.ll show in
the next chapter, democratization, taxation, and many of the other ele¬
ments of Mr. Mann’s philosophy are fundamental parts of present day edu¬
cational trends.
B. A. Hinsdale, op. cit., p. 279.
CHAPTER IV
HORACE MAM'S EDUCATIONAL THOUGHT IN RELATION TO
PRESENT DAY CONCEPTIONS
In the third chapter the writer attempted to develop a resume of
Horace Mann's educational work in Massachusetts in the light of his
life, character, and necessarily, certain discussions regarding the
conditions of education in that state previous to, and contemporary
with his secretaryship. In this final chapter, an effort will be
made to crystallize his educational philosophy as gathered from his
aims; ideas eind achievements; the main points of his thought will then
be set up against some of the outstanding ideas of modern day American
educational philosophers#
It is generally agreed and it is quite evident from a study of his
work that Mr. Mann struck certain modern notes. Chief among these was
his advocacy of the principle of universal education, free to all.
This sentiment is the fundamental factor in our school system; it is
synonymous with democracy.
Democratization in Education.— Universal education, in practice,
belongs to modem times, although the idea had been advanced by Comenius
before llann's time.l It was quite nattiral that the democratic idea should
have grown so rapidly and should have reached the place it now holds
in American life, since the belief of this civilization, true at it may or ma;
^0, H, Lang, op. cit., p, 39. 9
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not be, is that all men are equal. Consequently, in philosophy, if not
altogether in practice, America educates every one alike, regardless of
color, class, or creed.
The public school is one of the prime concerns of all of our govern¬
ments! city, co\mty, state, and federal. This country is sold to the be¬
lief in the improving power of democratic education. Millions of children
are enrolled, millions of dollars are spent, and the pride of commimity
and comm.onwealth alike is its school system.
Probably no other single individual exerted such efforts, as did
Horace Mann, towards publicising the need and the benefits of \miversal
education, free to all. With almost fanatical zeal he labored towards the
one goal of democratization. His writings and his lectures clearly reveal
hov/ important he deemed the opportunity for full individual education for
every child, as opposed to the old restricted ideas of class and private
institutions. It was Mr. Mann's firm contention that every child's
education was of primary importance to the state and that the state must
provide the means for this education so as to fit the individual for his
place in civic and social life.
This idea of Mr. Liann's is distinctly the prevailing view in this
coxmtry. The democratic idea coming at the same time as the industrial
revolution marked the formulation of a new and distinctively American
type of education. It began the breakdown of the old classical traditions
which in this age of machines and mass production, still exists. It was
born T/ith a new economic and social order; it has reached a high stage
today, and is pointing toTra.rds even greater heights.
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In Mr. Mann’s tenth report, the follOiving points well state his
social and democratic philosophy:
(1) "The successive generations of men taken collectively con¬
stitute one great commonvrealth,"
(2) "The property of this commonwealth is pledged for the edu¬
cation of all its youth up to such a point as will save them
from poverty and vice, and prepare them for the adequate per-
formance of their social and civil duties."
(3) "The successive holders of this property are timstees bound to
the faithful execution of their trust by the most sacred obli¬
gations, and embezzlement and pillage from children and descen¬
dants have not less of criminality, and have mor.e of meanness,
than the same offences vdien perpetrated against contemporaries."!
In this we see, he emphasizes the responsibility of the government to
provide schooling for all, in order to fit them for their civic and social
duties. This responsibility, he views not as a.political responsibility
merely, but as a sacred trust towards both the present and future genera¬
tions.
This view is quite comparable to that of John Dewey, who states:
...A society which makes provision for participation in its good of all
its members on equal terms and irdiich secures flexible readjustment of its
institutions through interaction of the different forms of associated
life is in so far democratic. Such a society must have a type of educa¬
tion which gives individuals a personal interest in social rela.tionships
and control, and the habits of mind which secure social changes vathout
introducing disorder.2
Again he says:
Upon the educational side, we note first that the realization of a
form of social life in vdiich interests are mutually interpenetrating,
and \Aiiere progress, or readjustment, is an important consideration, makes
a democratic community more interested than other communities have cause
to be in deliberate and systematic education. The devotion of democracy to
A. Hinsdale, op. cit., p. 177.
'^John Dewey, Democracy and Education, An Introduction to the Philosophy
of Education, Hew York, 195d, p.115.
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education is a familiar fact. The superficial explanation is that a
government resting upon popular suffrage cannot be successful unless
those who elect and who obey their governors are educated. Since a
democratic society repudiates the principle of external authority, it
must find a substitute in voluntary disposition and interest; these
can be created only by education...!
This author adds further that democracy is "... a mode of associated
living, of conjoint communicated experience..."2
Another outstanding educator has the following words to say con¬
cerning democratic education, which is a close parallel to the above
statement of Mr. Dewey's.
...To be truly democratic, education must treat the individual himself
as the end and set itself the task of preparing him for that intellectual
and emotional sharing in the life and affairs of men... In proportion as
common interests are permitted to otitvreigh special interests, the individ¬
ual is becoming humanized and the successive adjustments of life will be
made in the direction of democracy and in accordance with the needs of an
expanding life.®
These democratic philosophies of education have a wider aim that
that of Horace Mann. It is neither the individualistic development of
Rousseau nor the nationalistic view so prevalent in Europe in the first
part of the nineteenth' centuury. lir. Deivey says:
...The idealistic philosophy of Germany in the early nineteenth century
endeavored again to equate the ideals of a free and complete development
of cultured personality mth social discipline and political subordina¬
tion. It made the national state an intermediary between the realization
of private personality on one side and of humanity on the other...4
Thus we may conclude that the dem.ocratic philosophy of education is
not entirely new in the modern day educational set up. Also that this
<
issue was one of the most im.port6int ones that Horace Mann attempted to
perfect during his short administration. "The movement for general educa¬
tion for all the people has been essentially a democratic movement."®
llbid., p. 101.
2lbid.
3B. H. Bode, Fundamentals of Education, Hew York, 1931, p. 62.
4john Dewey, op. cit., p. 112.
®E. P. Cubberley, Changing Conceptions of Education, Boston, 1909, p. 64.
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The masses of the people could watch their children advance and rise in
the educational world* All who had the mental capacity could start in
the primary grade and finish in the state universities. Kann’s idea of
democratic education was principally to fit the individual for the state,
but contemporary educators go further than that - they attempt to fit the
individual, not only for the state but for adequate adjustment in the
society. - This brings us to the viev/s of llr. Mann and present day edu¬
cators on the question of social efficiency.
Social Efficiency.—Kr. 1/Iann's philosophy vreis strongly influenced
by the nationalistic aim. As stated, the individual to him was a unit
of the state. Social change, new trends, grovdng movements could have
but little place in his educational system despite his humanitarian view.
Mann, of course, could not forsee the many and varied aspects of life in
our present day, though many of the forces inhich were to make it, were
arising during his time. Democratic government, as fre know it today, was
only in its beginning. Machines and mechanical inventions were still in an
infant or sleeping stage. To Mann these inventions of machines meant the
elimination of the social ills of the day. Ke, of course, relied on the
free public schools to achieve that end.
...Although human nature itself did not change, liann contended that the
same hinnan nature might be mare to yield opposite results. Education
must provide a generation of 'sober, wise, good men, to prepare for
coming events, to adjust society to the new relations it is to fill, to
remove the old, and to substitute a nev/ social edifice, without over-
^’shelming the present occupants in ruin'.^
It may be clearly seen that Mann's philosophy did not provide for the
Common School Journal, Vol. II., 1840, p. 5, quoted in Merle Curti,
op. cit., p. 134. '
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romantic escape doctrine". Eis idea was that his disciples and teachers
should face the evils of the world, "subdue or extirpate them or die in
the attempt"#!
Mann, the idealist, was not consistent in many ways. His methods of
overcoming social evils changed rmth the existing conditions and the years.
His efforts, however, were ever tov^ards a more himian spirit.
Modern Educators*VieT/s on Social Efficiency.—Civilization continues
to change, education likewise must change or be adapted to the new social
demands. The turning out of individuals from a stock pattern which moulds
him mentally and morally has no place in the demands of present day society.
Hot every individual can be trained to be a teacher, doctor, or laTjyer;
on the other hand neither will a general knowledge of reading, writing and
arithmetic, though invaluable studies, suffice. The curriculum of today,
in addition to these basic studies, is so planned as to give the child a
sample of several kinds of knowledge in order that he may have the oppor¬
tunity to determine w'hich of these experiences, activities, and life sit¬
uations studied can be best and most efficiently applied to his own mental
powers.2
Dewey states that;
...social efficiency indicates the importance of industrial competency.
Persons cannot live without means of subsistence; the vjays in which these
means are employed and consumed have a profound influence upon all the
relationships of persons to one another. If an individual is not able to
earn his own living and that of the children dependent upon him, he is a
drag or parasite upon the activities of others. He misses for himself
one of the most educative experiences of life. If he is not trained in
the right use of the products of industry....he may deprave himself and
injure others in his possession of wealth. Ho scheme of education
%erle Curti, The Social Ideas of American Educators, Hev/ York, 1935, p. 134.
^C. W. Eliot, Education for Efficiency, Boston, 1909, pp. 1-29.
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can afford to nOf^leot such basic considerations..
He states further that"... a democratic criterion requires us to develop
capacity to the point of competency to choose and make its ovm career...
an attempt to train for too specific a mode of efficiency defeats its
OT/m purpose."^ In the ultimate sense, social efficiency s-s an educational
purpose only means the capacity to give and take in the sharing of ex¬
periences. This ho-wever, is not possible vdthout culture because an
individual cannot share in others experiences without learning about
things that he would be ignorant of otherwise.^
In this age of specialization and subdivision of labor, there is an
ever increasing danger of class subdivision. It thus falls more eind
more upon the school the duty of instilling into all of its members a
social and political consciousness that will lend itself towards unifying
the group amid this diversity. It is also the duty of the school to
unite ”... action for the preservation and betterment of our democratic
institutions."^
Another contemporary educator writes;
The aims of education are usually established in the light of the
needs of the individual and of the social order of which it is a part.
The Social Order is interested in the training of each of the persons
making up its citizenry, to intelligent participation in those activities
which concern the welfare of the entire group. ...
In a representative democracy such as our ovm, on the contrary, the
individualistic aims of education will tend to be stressed. Only such
attention to the political and social aims will be given as is deemed
essential to social cohesion. The people of a democracy hold firmly to
the belief that the welfare of all is most apt to be promoted where each
person has both the incentime and the opportunity to realize his mnx-
imiuii possibilities. It is on this account that the people of a democracy
^John Dewey, op. cit., p. 139.
^Ibid., pp. 139-140.
^Ibid., pp. 144-145.
^E. P. Cubberley, Changing Conceptions of Education, p. 55.
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are willing to tax themselves heavily to support free public education#
For the same reason a democratic social order permits freedom of thought
and expression, within reasonable limits, upon political, social, and
religious questions, and depends upon the operation of the law of en-
lightened self-interest to safeguard the general welfare.!
Cooley states that a person cannot sum up another individual’s
social environment and mental outlook by saying that he is a farmer,
or a priest, as could have been done in the Middle Ages. He may be
a fanner and be also following several other lines of work; a poet, or
a member of some learned societies. He states further that;
IVe are coming more and more to base our social order upon this
selective association. In accordance with the ideal of "equal oppor¬
tunity," we try to facilitate special personal development in every
possible way, holding that it not only does the most for the individual,
but enables him to do the most for society. In this vra.y modern societj'’
recognizes and fosters individuality, as the earlier epochs never thought
of doing.2
Bode contends that;►■-
...the term ’social’ designates both a fact and an ideal. In so far as
learning is conditioned upon grasping the meaning entertained by others,
the social nature of education is a plain fact. It is social because the
learner must adopt the standpoint or attitude of someone else in order
to comprehend the meaning of what is going on...» The ability to enter
into a wide variety of human interests with spontaneous and intelligent
sympathy is a different achievem.ent, and from this standpoint the
social is not a fact but an ideal.3
It is evident, then, that education and society are very closely
allied or stand in relation of ’’reciprocs.l cause and effect'The
character of a given society determines the character of its educational
system, and the character of this system, in turn, determines the
character of the society..."^
^ E. Proctor, Educational and Vocational Guidance, Boston, 1925, pp.2-3
2c, H. Cooley, Social Process, New York, 1918, p,249.
3b, H. Bode, op. cit., pp. 44-45.
4lbid., p. 60.
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The Moral Element»—Another outstanding element of Mr. Mann's edu¬
cational philosophy was that the schools deal directly in moulding the
moral character of indiwiduals. The moral aspect v/as not simply allied
with the social to him, it vras the underlying basis for all social
activity. He believed that education had a wonderful power to redeem,
m-ankind. He vn^ote in his journal;
The common school is the institution v/hich can receive and train
up children in the elements of all good knovrledge and of virtue,.,
Other social organizations are curative and remedial; this is a
preventive and an antidote. They com.e to heal diseases end wounds;
this, to make the physical and m.oral frame invulnerable to them.
Let the common school be expanded to its capabilities, let it be vrorked
Td-th the efficiency of which it is susceptible, and nine-tenths of the
crim.es in the penal code v/ould become obsolete; the long catalogue of
human ills TOuld be abridged; men vfould walk more safely by day; every
pillow would be more invioble by night; property, life, and character
held by a stronger tenure; all rational hopes respecting the future
brightened,^
Elsewhere Mr. Mann wrote;
In a government like ours, each individual must think of the welfare
of the state, as well as of the welfare of his own family, and therefore
of the children of others as well as his ovm. It becomes, then, a mom¬
entous question whether the children in our schools are educ8,ted in re¬
ference to themselves and their private interest onl3'’, or with a regard
to the great social duties and prerogatives that avra.it them in after life.
Are they so educated that when they grow up they will make better Chris¬
tians, or only grander savages? for, however loftily the intellect of
man may have been gifted, however skilfully it may have been trained, if
it be not guided by a sense of justice, a love of mankind, and a devotion
to duty, its possessor is only a more splendid, as he is a more dangerous
barbarian,2
Contemporary Views on the Moral Element.—Modern educational philo¬
sophy does not so strongly adhere to the deep m.oral significance of edu¬
cation, that is, m.oral as an end in itself. According to our forem.ost
Mary Peabody Mann, op cit., p. 142.
Horace Mann, Thoughts Selected from, the Writings, Boston, 1857, p, 45.
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educator, l.lr. John Dewey, morals should not be taken too narrowly. He
points out that;
...morals are as broad as acts which concern our relationships with
others. ...Certain traits of character have such an obvious connection
with our social relationships that we call them *moral’ in an emphatic
sense - truthfulness, honesty, chastity, amiability, etc. ...1
Although I'ir. Dewey agrees with Mann's idea that there is a closely
related alliance betv/een the moral and the social, he does not believe
that morals are an end in themselves. He states*
A narrow and moralistic view of morals is responsible for the failure
to recognize that all the aims and values iniiich are desirable in education
are themselves moral. Discipline, natural development, culture, social
efficiency, are moral traits - marks of a person who is a wnrthy member
of that society -vdiich it is the business of education to f\irther. There
is an old saying to the effect that it is not enough for a man to be good;
he must be good for something. ...'2
Mr. Bode conforms to this interpretation of the moral idea. He does
not believe that there is any particular magic in education vdiich can pro-
miOte the ends of democracy. To prove this he well points out that despite
the fact that education \ib.s never more widespread than in recent times it
did not prevent the most terrible war man has knovm. He states:
The proper test of Ideals, then, is vAiether they are conceived and
maintained in a social spirit. Yirtures like truthfulness, obedience, and
loyalty, which spring from a sense of cooperation, of personal respon¬
sibility for a common good, are very different from virtues that mean
micrely a passive''unquestioning conformity to a rule. ...^
Mr. Mann was mistaken in his overemphasis of the ameliorating role of
education. His belief wras based on the ideas of the eighteenth century
rationalists. Honesty, uprightness and integrity taught in the school
room frequently cannot compete vjlth situations as they are'met in life.
^John Dewey, op. cit., p. 415.
^Ibid., p. 417.
^B. E. Bode, op. cit., p. 79.
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The Religious Influence*—Although Mr. Mann accorded the moral ideal
an important position in education he did not believe in formal or dog¬
matic religious teaching. Good morals to him were strictly ethical; he
belonged to that period of a growing secularization of life which arose
in the eighteenth century. The religious sects in Massachusetts fought
him bitterly. There were many charges that he was introducing aetheism
and ungodliness within the schools. He had been strongly influenced in
this doctrine through his study of the effects of religious teachings in
forign schools. He was convinced that the interest of the sects in edu¬
cation was to instill individual teachings."... They know by experience",
he said, "that the Bible never effects the teaching of their views, vin-
less they send -ah interpreter with it..."^
We have already dealt at length with the strife between Mr. Mann and
the orthodox groups. The religious struggle that followed his Secretaryship
in Massachusetts was a long one, but in the end his view was accepted. Hin¬
sdale points out that"... IHorace Mann was the first conspicuous educator
in the United ^tates to meet and answer this question..
The idea that education should be free from the influences of special
religious groups is a fundamental one today. In this covuitry particularly
sects and denominations are frowned upon as leaders in education. Even
our schools iffliich are supported by denominations, generally admit students
of all religious beliefs alike. In few of these, possibly with the ex¬
ception of the Catholic, are teachings given of a strictly denominational
—" ■ "■ ■ ■ ~~
Mary Peabody Mann, op. cit., p. 229.
2b. a. Hinsdale, op. cit., p. 214.
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character.. The Bible is read in only a very small number of schools; it
is not a required study in most schools.
The reasons for the growing disapproval of the control of education
by religious groups are natural ones in this country. America was
settled mainly on the belief in the principle of religious freedom;
the memories of strife between Church and State brought from abroad
could not be forgotten. In the early period the communities vrere smaller;
individual life was naturally closer to the church than now. But in a
complex social order as is ours today, with the presence, also, of
hundreds of different religious sects and denominations, there could be
no possible absolute control by the church. In the first place we have
no state church. Further, we accord a higher place to the social aim
of education. One author well says: "Unless the church teaches religion
it will not be taught. There is no other institutional agency at present
that is either ready for or receptive toward this task."^
State Administration*—-In the previous chapter the writer has
stated the evils of the district system of control which was at its
greatest height about 1789. Even before 1-r. l^ann? s championing the right
of the state to control as well as provide proper schooling. Carter,
Barnard and other educators were convinced of the retarding hold of the
system. But llr. Mann was enabled through the creation of the State Board
to strike the killing blow.
It was his opinion that the state represented the people, education
belonged to the people, and hence the governing forces should administrate
T — ~
H, F, Cope, Organizing the Church School, New York, 1929, p, 30.
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the public schools. Education, he said, was not the concern of private
groups or interests, be they political, religious, or what not. In
this administration he would have the state supervise the training of
teachers, provide schoolhouses and necessary equipment, supervise the
teaching of essential subjects, choose officers for the management of
every detail, vital to the continuance and proper functioning of the
schools. He "prould finance this program of state control through tax¬
ation of all, equally and alike. Ho private institutions, he said,
should rival the public schools.
Mr. Msinn’s views along this line are the accepted ones today. As
to the state's authority in public education, Mr. Cubberley says;
In all of this development, however, it should be noted that the
authority and power to develop have come from the State, and not,
except secondarily, from the community. This is an important point
to be kept imsmind. The school district, the tovmship, the village,
the city, and the county are all subordinate creations of the State,
creates these subdivisions of itself and then with their powers, and
these it may add to or subtract from, within the limits set by the
constitution of the State, and as the best interests of the State may
seem to require. It has been the people as a vdiole, represented in the
legislature of the State, and not portions of the people here and
there, v/ho have, been supreme in the matter of educational legislation.
Such has been the policy of practically every State, and such a policy
has the support of practically all of the administrative experience
relating to public instruction which we have accumulated since we be¬
gan to adopt education as a proper function of the State.1
In regard to the subject of taxation, the same witer says:
Just how schools should be supported must be determined by a consider¬
ation as to their nature. If they are only or largely of personal or
local benefit, such as telephone service, street-lighting, pavements, or
streets, then they should be supported by individual or local taxation.
Being conceived, though, as essential to the welfare of tbhe State as a
Tfldiole, then their support should be by the general taxation of all, and
not form taxes or fees paid by the parents of the children educated...."^
P, Cubberley, Public School Administration, Boston, 1922, p. 14.
^E. P. Cubberley, Public Education in the United States, p. 489.
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Horace Iwaxm was a firm believer in the best of equipment for edu¬
cational work. If the proper ends of schooling are to be attained, he
argued, then good tools must be provided; in fact school buildings,
books and general physical equipment held an importance next to teaching.
He called to mind in one writing, the fact that barns and farm
outbuildings were frequently constructed in the most elaborate archi¬
tectural patterns, while the schoolhouses were not models ".,,from the
classic land of the East; their origin was aboriginal, - not copied
from Greece or Rome, but rather from the Pequots and Harrangansetts, ,,,"^
Elsevahere he said: "Schoolhouses are a fair index or exponent of our
interest in Public Education, ,,,"^
&, Mann was quite responsible for the beginning of libraries in
connection with the schools. Through his efforts, early in the term of
his office, legislation had been passed providing for libraries in the
districts, to be supported jointly by the district and be supported
jointly by the district and the state. Today, the library is accepted
as an integral part of every school, in the provision of books of recre¬
ational and character building nature.
Although he advocated free text books to be furnished by the State,
Massachusetts lagged behind other states in this respect. The first
city to provide these, according to Cubberley, was Philadelphia in 1818,
Hew Hampshire provided books for indigent children in 1827, Massachusetts
began to furnish them in 1873; the law v/as made obligatory in 1884, This
feature has gradully been adopted by many cities and states, until today
^Horace Mann, op, cit,, p, 45,
%orace I»!Ann, Life and Works, Boston, 1891, Vol, II., p. 278.
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the practice is quite vriLdespread.^
The Teaching Profession.— In the third chapter, the ■writer gave
Mr, Mann’s ideas on teaching. On his second educational tour in 1838,
his main address given before several conventions was; "Special Pre¬
paration a Prerequisite to Teaching."2 Every move that he made led to
the one fact, that he considered the qualifications of teaching to be
highly important. Immediately upon his assuming the Secretaryship, he
began agitation for some facilities for teacher training. The writer
has already described the founding of the three Kormal schools, the
first one being instituted in 1839 at Lexington, and how they were voted
into the state system three years later ■with permanent state support.
His prediction as to the place of the Normal School has been indeed
justified. He ■vjrote, ",,, This ■will cause an ever-widening circle to
spread amongst contemporaries, and will project influences into the
fu^ture to distances which no calculations can follow,"^
Special training ■was the solution to the many of the ills of the
state school system, said llann. The child's immediate and direct contact
with education ■was through the teacher; hence, the teacher should be per¬
sons of high character and excellent professional ability, Mr. Mann
held his ovm in the controversy ■with the Boston schoolmasters. If his
criticism "was severe, the ■widely s'winging pendulum certainly brought
vrith force the necessity of good teachers and their importance to a good
school system.
^E, P, Cubberley, Public Education in the United States, pp. 151-152,
2b, a, Hinsdale, op, eit,, p. 121,
^Mary Peabody Mann, op, cit,, p, 161.
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More and more Mann’s ideas on this line have been accepted as of in¬
valuable worth to contemporary education. One vo’iter states, "A knowledge
of fundamental processes demands that the teacher have a thorough scholar¬
ship, not alone of advanced theories but of elementary principles. A
knowledge and habit of good forms of speech and of social conventions is a
necessary implication of this...”^
This need of well trained teachers is still a vital need. Teacher
traihing today is an accepted institution, and it is given in some measure,
in most colleges. But there is still the cry that Horace Mann sent up —
the call for trained teachers. One writer says;
If thoroughly equipped and trained teachers can be secured, all other
needs incident to perfect products will follow. If the vital need is pro¬
vided, all attendant conditions to right teaching will inevitably be se¬
cured. It seems manifestly foolish to v/aste time and energy upon subordinate
matters when the dominant question is -unsettled and even unnoted. The cry of
childhood is for teachers, teachers, teachers; and we must not give a stone
when childhood calls for bread, TJhat does all the inanimate material of edu¬
cation amount to if it is not quickened into life and made an active thing
by the spirit of a trained teacherI^
In other instances Mr, Mann’s ideas parallel m.ordern practice. In
methods, his advocacy of the 'Word Method' and oral instruction show a mod¬
ern turn* He -was especially concerned -with school hygiene and the physical
training of pupils. These elements are all well established parts of our
school organization today. More and more, educators are considering the
school as directly responsible for development of childhood and youth along
the physical as well as the mental side.
Summary and Conclusion.— From the discussion above it can be readily
seen that Horace liann, as an educator, or s,n educa.tional statesman, as he
is frequently named, is the outstanding pioneer of contemporary educational
H. Foster, High School Administration, New York, 1928, p. 71,
%'I, G, Brumbaugh, The Making of A Teacher, New York, 1932, p, xi.
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thought. At his birth, the Republic wad only seven years in existence.
Many of the cardinal factors of democratic government, all of the com¬
plex situations of American life, both social and economic, were yet to
arise.
It was during lir. Mann’s life span that the foremost characteristics
of our civilization began to take shape. He was a prophet, a radical,
with the decayed forces of the past for his fo\mdations; but seizing upon
the implications of the mighty movements of his day — the tides of migra¬
ting Americans and immigrating foreigners, the centering of industry in
the cities, the inventions of steam propelled machinery, the assuming by
the masses of control in government — he looked into the future, judging
by his ideas.
The general conception of education, as held by Mr. Mann, is in keep¬
ing in most respects with general contemporary views. The problems that
faced him included the entire sphere of school work, from administration
do^vm to the minutest details of school work. State supervision and normal
schools came in the scope of his labors, but he also trained his mind upon
the appearance and conditions of schoolhouses, corporal punishment, and
other minor matters. These are the things that make his work even more
remarkable, for modern educators, in their building the new order, have
the physical plsint very well in shape; tax support and proper administra¬
tion are reasonably assured.
The shortcomings in his work, the mistakes in his ideas are no less a
product of the times as they are faults of the man. His Puritan forbears
nnd the privations and hardships within his ovm life shaped him so thorough¬
ly as to leave an vinmistakable imprint on everything that he did. If he was
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hitmane in his advocacy of kindness in dealing with pupils, he was con¬
fined to a narrow plane in his belief that the schools could turn out,
precisely and mechanically, living specimens endowed vri.th all of the
required virtues needed to attain civic and social perfection#
His ideal of universal education is the bulwark of our Americsin
democracy today. The social aims of education, as he stated them so well,
are the mainstays of our educational thought of today. It remains for
present educators to make the theory of equal and highest educational
advantages an actuality.
Despite the high status of teaching, much improvement is necessary.
The problem is not the same as in Mann’s day -- that of professional
qualifications and training. Mr. Everett Martin points out that the
status of the profession is not equal and as financially attractive as
other occupations. He says.
Consequently, the teaching profession... tends to be filled with
deferential people, people who can be easily intimidated, who can trot
in harness, conform to the system, take orders, and present controver¬
sial truths in ein inoffensive manner. Teaching becomes a kind of trade
similar in a way to other trades, with an average quality of workmanship
and standardized production as its object...”^
Vihen we consider Mr. Mann’s work and ideals in an effort at evalu¬
ation, he will of a necessity have to be accorded a rank high in the
histoiy of American education. In this one hundredth year of the anni¬
versary of his beginning his educational career, it may behoove educators
to return to a new study of his writings, in order that they may better
solve some of today’s questions. If an educational statesman is the need¬
ed leader today, he would do well to possess many of the traits of Massa¬
chusetts’ great Secretary; certainly the sterling quality of his character
1 C. A. Beard, Vvhither~ESOand, A Eanorama of i-odern Civilization, Mew York,
1928, pp. 355-356. ~
temperance, honesty and, if not high scholarship, the ability to see
deeply within the needs and the trends of the times. At this day, too,
this nev^ leader might well possess a bit of the fanaticism of Hann, if
zealously employed in the right direction. Eis Puritan characteristics
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